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Abstract 
 
THROUGH A PRACTITIONER’S LENS:  A PHENOMENOLOGICAL 
INVESTIGATION OF EDUCATORS’ PERCEPTIONS AND DESCRIPTIONS OF 
PROFESSIONAL DEVELOPMENT  
Tabetha Ann Haldeman 
Chairperson: Kenneth Mawritz, Ph.D. 
 
 Despite a multitude of funds allocated toward professional development each year 
by districts and the Department of Education, research indicates the participants of 
professional development believe this is an area needing to be improved. While many 
authors have cited characteristics of effective professional development, few studies have 
told the story of professional development from the perspective of the participants.  The 
purpose of this phenomenological study was to identify how elementary teachers and 
administrators perceive and describe their experiences with professional development. 
Data was collected through three one-on-one, semi-structured interviews with two 
practicing administrators and four elementary school teachers who are curriculum 
leaders.  The participants represented three buildings within a district in Pennsylvania, 
and have served as both participants and facilitators of professional development.  
Applying a social constructivist worldview, the data was bracketed and analyzed for 
common experiences and themes using the Nvivo software, to understand the essence of 
the experience of professional development.   
 There were five common themes that emerged from the study.  First, adult 
learners need time to collaborate as they process the learning.  These conversations are 
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most effective when the individuals share common grade levels and when they occur 
immediately following the learning.  Second, professional development is most effective 
when it is meaningful and relevant to the classroom and its students.  Because the 
primary purpose of professional development is to improve the teacher and therefore, 
positively influence the academic performance of the students, participants need to 
understand how the learning will immediately transfer to the classroom.  Third, when 
participant engagement is high, the effectiveness of the professional development 
increases.  Participants find greater benefits in sessions where they interact with the 
material, direct their own learning and have an opportunity to talk together.  Fourth, the 
most effective professional development is structured in such a way to allow a continuous 
cycle of teaching and learning, over a period of time.  When new information is 
presented, participants want to return to the learning later to extend, share or refine their 
knowledge and application of the material.  Finally, teachers and administrators share 
many common beliefs regarding effective and ineffective professional development.   
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Chapter 1:  Introduction to the Research 
Introduction to The Problem 
 The 2002 No Child Left Behind Act has mandated professional development for 
the nation’s teachers, with the phrase “professional development” mentioned 176 times in 
the law (No Child Left Behind [NCLB], 2002).  According to the law, states have been 
granted funds to support professional development within their schools and further, 
schools will “provide an assurance that the school will spend not less than 10 percent of 
the funds made available to the school… for the purpose of providing to the school’s 
teachers and principal high-quality professional development” (NCLB, 2002, p. 64).  
Estimates are that the federal government spent over $1.5 billion on professional 
development during the 2004-2005 school year (Birman, Le Floch, Klekotka, Ludwig, 
Taylor, Walters et al., 2007).  More recently, estimates from the National Center for 
Education Statistics data are that public schools spent over $20 billion annually on 
professional development (Guskey, 2009).  According to the Pennsylvania Association 
for Supervision and Curriculum Development (PASCD), in 2013-2014, Pennsylvania 
budgeted over $6.45 million for professional development focused specifically on one 
area, teacher evaluation (http://www.pascd.org/blogpost/902085/166262/Pennsylvania-
has-new-2013-14-state-budget).  The state government and local districts budget for 
professional development activities during the year, as professional development is an 
expectation and a requirement of all teachers of all subjects, administrators, and of any 
educator who teaches students.   
Many school districts hold the philosophy, as supported by Danielson (2009) that, 
“the single most important factor under the control of the school influencing the degree of 
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student learning is the quality of teaching” (p. 3).  Similarly, Stronge (2007), in echoing 
the value of a teacher, stated, “teachers have a powerful, long-lasting influence on their 
students.  They directly affect how students learn, what they learn, how much they learn, 
and the ways they interact with one another and the world around them” (p. ix).   Guskey 
(2009) further elaborated on this when he wrote, “no improvement effort in the history of 
education has ever succeeded without thoughtfully planned and well-implemented 
professional development activities designed to enhance educators’ knowledge and 
skills” (p. 226).  Consequently, to ensure a quality education, districts focus on the one 
individual who can make a difference in student learning, the teacher in the classroom, 
and provide professional development opportunities to help them improve their 
knowledge base, expand their repertoire of teaching strategies, learn how to differentiate 
instruction and overall, be better teachers than the day they first entered the classroom.  
Many teachers participate in some form of professional development either during the 
school year or over the summer (Hill, 2009).  In-service days, grade level meetings, 
educational conferences, and college courses have all served as professional development 
activities for teachers, with many districts paying tuition costs, substitute pay, conference 
fees, travel expenses, and charges for a presenter. 
 According to Lustick (2011), professional development can take one of two 
forms:  the traditional model or the reform model.  With the traditional model, workshops 
are led by an expert and delivered to a faculty, usually in one sitting.  At the core, this 
model assumes that each teacher comes in to the session with the same background 
knowledge, the same skill set, and the same set of needs (Lustick, 2011).  In general, 
these sessions may have little to do with instructional practices occurring in the teachers’ 
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classrooms, and may be focused on a current issue, required topic, or on some other 
material that the administration believes teachers need to hear or understand.   
 On the other end of the spectrum, the reform model does not make those same 
assumptions, and believes teachers are individuals, with different needs.  This model 
seeks to design experiences where the teacher is the learner and an active participant in 
the training.  The goal at the end is for improved teaching efficacy and teacher quality 
and greater student learning.  The format may have different configurations, but an 
example of this would be a time where groups of teachers, who are teaching similar 
content or grade levels, research strategies together, which can be applied to their 
classrooms and daily lessons (Lustick, 2011).  Unfortunately, in their three-year study, 
Desimone, Porter, Garet, Yoon and Birman (2002) found that most teachers do not 
experience professional development that is high-quality, on a consistent basis.  
Additionally, most schools do not have a coordinated plan for professional development, 
which is coherent and systematic (Desimone et al., 2002).   
 Darling-Hammond and her colleagues (2009) summarized the types of 
professional development that were offered to teachers.  The workshop approach was the 
most common with over 91.5% of teachers participating in this type of structure over the 
course of the year.  The second most popular was peer observation, at 63%, and the third 
was coaching, at 45% (Darling-Hammond, Wei, Andree, & Richardson, 2009).  This 
means that most teachers have experienced the traditional type of workshop, where they 
listen to a speaker for a period of time and then return to their classrooms with little 
transfer of knowledge and no expectation of an application of the concepts that were 
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presented.  As a result, most reported that their professional development was not helpful 
(Darling-Hammond et al., 2009). 
 Each year, it has been estimated that districts spend about $3500 per teacher, per 
year, on professional development (Lustick, 2011), or between 1-6% of a district’s 
expenditures each year (Hill, 2009).  In a district with about 300 professional staff, this 
equals $1,050,000.  Yet, many surveys of teachers after a workshop indicate little or no 
follow up, a general dissatisfaction with the professional development they receive, and 
further, sometimes the transfer of learning that occurs after the workshop is erroneous, 
thus negatively impacting student learning (Hill, 2009; Sailors & Price, 2010).  This 
means, in some cases, teachers report that the professional development simply 
reinforced how they have been teaching, rather than causing them to reflect and identify 
ways they could improve (Hill, 2009).  When surveyed about their professional 
development experiences, teachers say they found the sessions irrelevant, boring, and 
subsequently forgot 90% of what was presented (Sailors & Price, 2010).   Less that half 
of the teachers believe their professional development is useful to them as a teacher 
(Darling-Hammond et al., 2009).  According to the Horizon report (as cited in Hill, 
2009), fewer than 25% of teachers said professional development positively affected their 
instruction.  For administrators and leaders in a district, this news should be 
disheartening.   
Morewood and Bean (2009) suggested that professional development should be 
25% of a teacher’s work-week.  Given a typical thirty-five hour school week, 
professional development should take up 8.75 hours per week.  Others have found that 
workshops that were less than 14 hours had no impact on student achievement and on 
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instructional practices (Yoon et al., 2007).  This amount of time can be devoted to 
professional development, only if the learning is job embedded, relevant to the teacher, 
ongoing, and continuous.   
 Organizations such as the formerly known National Staff Development Council 
(NSDC) have set forth standards for effective professional development, which have been 
supported and elaborated upon by many studies (Barnett, 2004; Barrett, Butler, & Toma, 
2013; Brunvand, Duran, Ellsworth & Sendag, 2012; Guskey, 2003; Loucks-Horsely & 
Matsumoto, 1999; Meister, 2010; Morewood & Bean, 2009; Penuel, Fishman, 
Yamaguchi & Gallagher, 2007; Schmoker, 2012; Youngs & King, 2002).  The NSDC 
standards have seven main themes:  one, learning communities focused on continuous 
improvement, collective responsibility, and goal alignment; two, skillful leadership; 
three, prioritizing, monitoring and coordinating resources; four, implementing a variety 
of data sources; five, research-based learning designs; six, implementation for long-term 
change; and seven, performance-based outcomes (Learning Forward, 2011).  As a pre-
requisite, NSDC asks each educator to commit to helping all students learn and as 
learners, to come ready to learn, to be an active participant in learning with others, and to 
recognize that educators learn in different ways and at different rates (Learning Forward, 
2011).  If one choses not to follow the recommended criteria from NSDC, a professional 
development session will produce what Loucks-Horsely and Matsumoto (1999) found 
where teachers believed they are being checked for compliance after the workshop, rather 
than displaying true implementation and sustaining efforts over time.   
 Given the cost of professional development in a district, there should be some 
assurance that taxpayers’ funds are being used to help students, improve the quality of 
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instruction in a classroom, and have an impact on student achievement.  Similar to the 
medical profession, results, in the form of student learning, should be an expectation of 
professional development, and simply participating in a workshop should not be 
acceptable (Hill, 2009).   
 In many other professions, there is an expectation of a product following a 
purchase.  Construction workers must produce an end product, at the end of their time on 
the job.  Cooks must make a good meal, in order to earn their pay and keep their jobs.  
Even a doctor must have a certain success rate of healing people, in order to maintain a 
clientele and positive reputation.  The expectation for teachers is different, however, and 
until recently, those in education have faced little accountability in producing results.  
With professional development costing districts millions of dollars from the state and 
from individual districts combined, the results for our students and teachers should be 
great indeed.     
Statement of the Problem to Be Researched 
Despite a multitude of funds allocated toward professional development each 
year, the perceptions and descriptions of teachers and administrators who participate in 
professional development indicate much room for improvement within districts and of 
those involved in designing professional development opportunities.  The problem this 
study addressed was to define effective models and structures of professional 
development from those who have been participants and leaders of such within one 
public school district.   
In general, surveys of participants after a professional development session 
indicate they are dissatisfied with their experiences and felt it had minimal impact on 
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their instructional practices (Hill, 2009).  Other studies have cited the participants’ lack of 
motivation and interest in the learning during the experience (Lustick, 2011).  Yet, as 
stated by Lustick (2011), “educational leaders want every dollar spent on improving 
teacher quality to translate into better classroom learning experiences” (p. 234).   This 
transfer can only happen, however if the participants are interested in the learning, see the 
benefit of the experience, and are offered quality professional development.   
 Although much literature has been written on the topic of professional 
development, there is a need to specifically define effective models of professional 
development from those who are experiencing and participating in it each year, mainly 
the teachers and administrators.  From a search of studies on professional development, 
very few have focused on the learners themselves, and hearing from them what they need 
in order to grow professionally.  Even fewer studies have told the story of professional 
development from the perspective of the teachers and administrators, to develop an 
understanding about what makes it effective and what does not.  This is where this study 
can contribute to the large body of knowledge about professional development in a 
unique way, as a phenomenological study.   
This study may benefit those districts and district leaders who plan for 
professional development during the course of the school year by understanding the 
perceptions and descriptions of these opportunities from those have experienced them.  
Additionally, it may inform districts of characteristics that educators desire in their own 
professional learning, to assist in creating congruence between what they desire and what 
they are offered from their districts.  Further, this study may help leaders further improve 
and refine how their teachers and administrators spend time engaged in their own 
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learning and growth as professionals, to maximize the benefits to students and to their 
learning.   
Purpose and Significance of the Problem  
The purpose of this study was to understand and explore the meaning of effective 
professional development from teachers and administrators located in three elementary 
schools in central Pennsylvania.  Further, this phenomenological study sought to 
understand the essence of being a participant in professional development within this 
district by investigating the perceptions and descriptions of teachers and administrators 
regarding professional development.   
The significance of this study is to help districts and leaders understand what 
educators want from professional development, by describing teachers’ and 
administrators’ experiences with and attitudes regarding ineffective and effective 
professional development.  This study also provides districts with recommendations for 
planning effective professional development, not only for one in-service at a time, but for 
any and all future trainings and planned professional development time.  By following the 
recommendations from the study, districts may have additional assurances that their 
educators are growing as professionals and that professional development dollars are 
being spent wisely.   
 Designing an effective professional development session is not an easy task, 
however.  In districts, it is a common practice to bring in an in-house educator or a 
consultant from outside of the school district, who speaks for 90 to 120 minutes on a 
topic, while the audience is seated in an auditorium or cafeteria setting.  The participants 
may be passive learners, and have as their aim simply to listen to the lecture until the 
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dismissal time arrives.  Afterwards, the leaders require no follow up from the 
participants, and the educators may file their notes away in a folder.  
 But is this an effective use of taxpayer dollars, educators’ time, and what the No 
Child Left Behind Act of 2002 had in mind, when it strongly mandated professional 
development for all involved in education?  Unless the current models of professional 
development are changed, districts will continue to spend millions of dollars across the 
state each year on professional development, and see little results for their efforts in 
regards to improved professional practice within the classroom (Hill, 2009).  Further, if 
there is no change in a teacher’s instructional practices, student learning in any particular 
classroom will continue as it is, no worse and no better than before the professional 
development session began (Guskey & Sparks, 2002).   
 According to National Center for Education Statistics data cited in Hill (2009), 
teachers spent less than a half-day on professional development, with a small minority 
attending only four days in a year. In general, most educators completed the bare 
minimum that was required by their districts (Hill, 2009).  However, in districts around 
the state, the calendar is arranged to provide time during the year for teacher in-service, 
though the schedules themselves may vary from district to district.  Some districts have 
several scheduled days during the year, while others have an early dismissal once a 
month.  Regardless, districts have created time for professional development.  This is 
because schools believe that the quality of the teacher makes the difference in student 
achievement (Barrett, Butlet & Toma, 2013).   Districts, in hopes of improving the 
teacher, offer many opportunities for their faculties to learn new strategies, new 
assessments, or revise curriculum.   
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 According to Meister (2010), professional development looks very similar today 
as it did over fifty years ago.  Typically at the end, teachers are surveyed about their 
experiences, and that input, may or may not be used to plan for future workshops.  In 
many districts, once the in-service is over, there is no accountability or follow through 
expected from the participants, and a new topic is presented at the next in-service. But as 
shared by Hill (2009), is the expense of professional development worth the return on 
investment that districts are receiving as far as improving teaching and learning.  Given 
the funds that are allocated each year by districts, the return should be great. 
 To further add to the body of scholarly knowledge about effective professional 
development, it is of importance to understand the experience of professional 
development from the perspectives of the teachers and administrators, in order to ensure 
that any time spent on professional development in school is used most effectively and 
student learning can be improved.  Because professional development is an integral part 
of each district’s calendar each year, districts may find this study beneficial to improving 
the teaching and learning cycle within their organizations. 
Research Questions 
This study was designed to answer one central research question:  How do elementary 
teachers and elementary administrators perceive and describe their experiences with 
professional development?  Within that central research question are three sub-questions: 
1. What meaning does professional development have to elementary teachers’ and 
elementary administrators’ teaching and leading practices? 
2. What factors or contexts influence elementary teachers’ and elementary 
administrators’ perceptions of professional development? 
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3. How would the elementary teachers and elementary administrators describe 
effective and ineffective professional development?  
According to Dictionary.com (n.d.), to perceive means to “become aware of, know, or 
identify by means of the senses…to recognize, discern, envision or understand.”  To 
describe is “to tell or depict in written or spoken words; to give an account of” 
(Dictionary.com, n.d.).  This was the crux of the research question, in that this study was 
designed to allow the participants to tell about their experiences with professional 
development, by giving an account of what they have experienced, in order to assist the 
researcher in understanding the essence of the experience. 
The Conceptual Framework  
 Researcher stances and experiential base. 
The researcher assumed the social constructivism worldview for this study.  
According to Creswell (2013), social constructivists search to give meaning to 
experiences of their world and look for patterns in their experiences as they interact with 
others.  Social constructivists also look to others for their interpretation of their world and 
their experiences, which may be negotiated in the context of their culture and interactions 
with other individuals. This stance was appropriate for this study because of the design of 
this phenomenological study, which sought to understand the experiences of others with 
professional development, from the point of view of a teacher and administrator.  
Additionally, as a researcher and administrator, this researcher is often the one 
who is responsible for planning in-service day workshops.  Following each workshop, 
teachers in the researcher’s district complete a three-question summary of the workshop 
on a commercial customized website.  Often, the feedback is either neutral or negative, 
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but in reality, the comments reiterate what has been echoed in the research.  Time and 
time again, teachers report that their voices are not heard, that the workshops are 
irrelevant, and they do not appreciate being passive learners.   
 While it has been over fourteen years since the researcher was in the classroom, 
the researcher knows that the role of a teacher is paramount.  The teacher is the number 
one factor within the school environment that contributes to student learning (Danielson, 
2009).  It has been observed firsthand in the classrooms in many schools.  There are 
teachers who are effective.  They obtain high student achievement scores, on all 
measures, both state assessed and on those within the district.  Then there are others who 
struggle, and it reflects in their attitudes, their behavior at in-service days, and in their 
student scores.  The ultimate goal with this project was to hear from the teachers and 
administrators about what they want in professional development and what, when 
presented in a meaningful way, has led to changes in their instructional practices.   
 As a supervisor and administrator, it is recognized that the researcher has been in 
the current role for a long time, and may be far removed from the classroom.  But the 
researcher cares about the teachers and more importantly, the students, and, does not 
want to waste hour after hour, engaged in sessions which cause great stress to all who are 
involved in the planning, and in the end, result in little to no change in instructional 
practices.   
 In addition, in planning professional development days, the researcher finds it a 
struggle.  The assigned 90 to 120 minutes should be beneficial.  But, it is often difficult to 
assess what the needs are as a collective group, and plan something meaningful for all, 
while meeting the myriad of mandated topics given by the state.  It was hoped that 
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through this study, the researcher’s district may develop a new culture for professional 
development, one that will be exciting to the teachers, and that they will look forward to 
each time. 
 Conceptual framework. 
 Within this study, three streams of research have emerged.  The overarching 
theme was focused on professional development and seeking how an effective 
professional development model can change teachers’ instructional practices, thus 
impacting student learning.  The three themes include: 
1. Defining and investigating effective characteristics of professional development, 
supported by the research (Barrett, Butler, & Toma, 2013; Brunvand, Duran, 
Ellsworth & Sendag, 2012; Desimone, 2009; Engstrom & Danielson, 2006; Garet, 
Porter, Desimone, Birman & Yoon, 2001; Guskey, 2003; Learning Forward, 
2011; Loucks-Horsley & Matsumoto, 1999; Meister, 2010; Morewood & Bean, 
2009; Schmoker, 2012) 
2. Applying principles of adult learning theory and effective leadership to maximize 
the learning of teachers (Knowles, 1978; Mundry, 2003; Sailors & Price, 2010; 
Shacher, Gavin, & Shlomo, 2010; Thompson & Zueli, 1999; Youngs & King, 
2002) 
3. Exploring options for professional development that according to teacher 
perceptions, have lead to changes in instructional practices within a teacher’s 
classroom (Barnett, 2004; Easton, 2012; Everett, Tichenor & Heins, 2003; 
Fishman, Marx, Best & Tai, 2003; Guskey, 2003; Lustick, 2011; Mertler, 2009; 
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Penuel, Fishman, Yamaguchi & Gallagher, 2007; Stewart, 2014; Wayne, Yoon, 
Zhu, Cronen & Garet, 2008)  
Figure 1 illustrates the connection of the conceptual framework to the research 
questions and three research streams.   
 
 
 
Figure 1:  Conceptual Framework of the Study 
 
Research	  Question:	  	  How	  do	  elementary	  teachers	  and	  elementary	  administrators	  perceive	  and	  describe	  their	  experiences	  with	  professional	  development?	  
Effective	  professional	  development	  
Adult	  learning	  theory	   Professional	  development	  structures	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Definition of terms  
Administrators: For the purpose of this study, administrators are defined as leaders in the 
district who are responsible for a building or district, including the assistant 
superintendent, assistant principal and principals.  They assist with the planning and 
delivery of professional development activities within the district.   
Curriculum Coordinator:  For the purpose of this study, these are teachers who have been 
appointed by the district, the site of the study, to lead one of four curriculum areas:  
science, communication arts, social studies and mathematics.  They have experience 
teaching at the elementary level, and have led workshops for the district.  According to 
the district’s 2014-2015 Curriculum Guidebook, coordinators are to plan meetings and 
activities for department-based staff development dates.  See Appendix E for a partial job 
description listing from the guidebook.    
In-service: Used interchangeably with the term professional development and staff 
development, but within this district, specifically limited to the time during the year, 
when students either go home early, are on a school break, or do not come in for the day, 
so teachers can participate in learning something related to teaching.   
Professional development: The time that teachers spend outside of class, learning about 
their craft and ways to improve student learning (Desimone, 2009).  This can take many 
forms including coursework at a university, working on curriculum with a colleague, co-
teaching, mentoring, or attending a conference (Desimone, 2009; Youngs & King, 2002; 
Barrett et al., 2013; Barnett, 2004). 
Reform Based professional development: The assumption that teachers are individual 
learners with different backgrounds, abilities, and experiences, and learn best by working 
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collaboratively with others on practice-embedded work (Lustick, 2011).  An example 
would be interdisciplinary planning, where a science and a math teacher compare and 
contrast strategies they use to teach difficult concepts, or other structures cited by 
Desimone et al. (2002) such as an internship, a group studying a common topic or serving 
on a committee.   
Response to Instruction and Intervention (RtII):  According to the Pennsylvania 
Department of Education (n.d.), this is a system of supports in PA that includes a set of 
research-based practices, designed to increase and improve student learning and student 
behavior.  The purpose is to help all students meet academic and behavioral success. 
Teacher: According to the Pennsylvania Department of Education (n.d.), this is any 
person whose primary responsibility is for direct instruction in one or more of NCLB’s 
core content areas.  They must hold at least a bachelor’s degree, hold a valid 
Pennsylvania teaching certificate (i.e., Instructional I, Instructional II or Intern certificate 
but not an emergency permit) and demonstrate subject matter competency for the core 
content area they teach.  Regardless of the specific area of certification, this is any 
individual who interacts with and teaches a group of students on a regular basis in a 
school setting.  This may include learning support teachers, art teachers, classroom 
teachers, and ESL instructors. 
Traditional professional development: The assumption that all teachers come to a 
workshop with the same experiences and are uniform in their beliefs, learning styles and 
needs (Lustick, 2011).  Examples include lectures and talks, which are not connected to 
the needs of the learner and are delivered in one sitting. 
Walkthrough:  A short observation ranging from five to ten minutes by an administrator, 
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designed to be a point of conversation between the teacher and the administrator. 
Assumptions, Limitations and Delimitations 
 Assumptions. 
Within this study, there were several assumptions, based on the researcher’s 
experience, values and beliefs.  First, the amount of time for professional development 
within this district is about 1.3% of the school year.  Given that fact, teachers and 
administrators should believe they are being helped by the training, and are better 
equipped to teach their students as a result of the training.  Secondly, the researcher 
believed a phenomenological study was best for this study.  The assumption behind this 
is that a phenomenological approach will describe the experiences of a common group of 
people, that of elementary classroom teachers and administrators, within the context of 
professional development in the district.  Thirdly, as a current administrator, the 
researcher is often responsible for professional development in the district.  These 
sessions can be held during the summer or during early dismissal days in the district.  
Therefore the assumption is that every teacher and administrator participates in 
professional development at some point throughout the year and can provide feedback 
about their experiences, feelings, and meaning of professional development.  Fourthly, as 
an educator, one knows whether they have been a part of an outstanding professional 
development session.  Generally when it is good, it is something that is discussed well 
beyond the time of the workshop.  The assumption regarding this is that effective 
characteristics of professional development can be concretely defined.  In some cases, it 
may be that educators know that a workshop was dull and uninteresting, but may not be 
able to define why that was the case.   Fifthly, because this is a phenomenological study, 
	  	  
18	  
it is assumed that all participants have shared similar experiences with professional 
development and are a homogeneous group, based on their employment in the district and 
participation in district-offered in-service days and that participants would be willing to 
discuss those experiences with the researcher.  During the study, confidentiality and 
anonymity were assured, and participants had the option to withdraw at any time, if they 
felt uncomfortable or did not wish to participate.  Finally, most of the workshops and in-
service days in the district are focused on a single topic, which may differ each time.  
There is no continuity of topics from session to session.  The assumption, therefore, is 
that there is a better way to offer professional development, based on the research, but 
most have not experienced anything other than the single point workshop approach.   
Limitations. 
There were three limitations to this study.  First, if most educators had 
experienced traditional professional development models, there may be few stories from 
the educators to describe an alternative, effective model of professional development.   
The researcher designed questions to ask about their experiences but also their visions of 
what effective professional development looks like in their minds.  Secondly, the amount 
of data gathered depended on the participants and their willingness to be a part of the 
study and describe their experiences with professional development.  Because the 
researcher is also a supervisor, teachers have been hesitant to be honest with the 
researcher when they were surveyed about their experiences.  Participants were offered a 
consent form with the purpose of the study and informed ahead of time about the 
confidentiality of the study and how the results would be used, to address this limitation.   
Thirdly, the study focused mainly on elementary teachers and elementary administrators 
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in a single district in Pennsylvania.  The results may not be transferable to secondary 
school settings and to other districts whose professional development structures are 
different than that of the research site.   
 Delimitations. 
 There were several delimitations in this study.  First, because it was a 
phenomenological study, the interpretation of the data was subject to the researcher’s 
experiences and background.   The researcher did, however triangulate data with the 
assistance of the participants to ensure the accuracy of the themes and experiences, thus 
providing an affirmation of the data.  Secondly, the participants were chosen because of 
their experiences as both presenters and participants in professional development.  The 
data from the study may not be generalizable to other educators who have not presented 
professional development or to educators who do not meet the same criteria for inclusion 
in the study.   Thirdly, a representative sample of teachers and leaders were selected for 
this study. These four teachers represented the areas of science, mathematics, 
communication arts, and social studies and served as the coordinators for each of these 
areas for this district.   Finally, in congruence with a phenomenological study, the 
researcher created questions to assess each of the three parts of the phenomenological 
study, including contextualization, apprehending the phenomenon, and clarifying the 
phenomenon.  No such instrumentation was available in the literature to address the 
research question, in a phenomenological manner.  The interview questions were part of a 
pilot study to ensure they were clear, concise, and produced the responses that were 
anticipated through the study.    
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Summary 
In summary, the purpose of this study was to understand and explore the meaning 
of effective professional development by teachers and administrators located in three 
elementary schools in central Pennsylvania.  Because a multitude of funds are directed 
toward professional development each year in many districts, school leaders need the 
assurance that these funds are resulting in positive, effective changes in instructional 
practices and in improvements within the educator, in student learning, and in the 
classroom.  Professional development is not just a suggestion, but mandated by the No 
Child Left Behind Act of 2002 (NCLB, 2002).  Given the research behind the positive 
influence of a teacher’s impact on student learning, it should follow that these educators 
be active participants in their learning.  It is hoped that through this study, other leaders 
who organize and plan professional development can benefit from the knowledge gained, 
through this phenomenological doctoral study.    
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Chapter 2: The Literature Review 
Introduction to Chapter 2 
 In accordance with the No Child Left Behind Act of 2002, teachers must 
participate in some form of professional development either during the school year or 
over the summer (NCLB, 2002).   These sessions can take on many different forms 
including:  in-service days, grade level meetings, educational conferences, and college 
courses.  Professional development sessions are designed to offer teachers information on 
how they can improve their knowledge base, expand their repertoire of teaching 
strategies, differentiate instruction and overall, be better teachers than the day they first 
entered the profession.   To support professional development and professional growth, 
many districts will pay tuition costs, substitute pay, conference fees, travel expenses, and 
charges for a presenter, because they believe, as does Danielson (2009) that, “the single 
most important factor under the control of the school influencing the degree of student 
learning is the quality of teaching” (p. 3).  
 Professional development costs to the district are substantial.  Money needs to be 
budgeted for conference fees, travel, supplies, books and resources, consultant fees and 
pay for substitutes.  It has been estimated that each year, districts spend about $3500 per 
teacher, on professional development (Lustick, 2011).  Within the district for this study, 
professional development costs for the 2013-2014 school year were over $300,000.   
Yet afterwards, there is little evidence of a transfer of learning or satisfaction from 
the participants. Surveys after a workshop indicate little or no follow up back to the 
classroom, with less than 25% believing their professional development experiences 
affect their instructional practices (Hill, 2009).  Others have cited that educators want 
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better professional development and find their current experiences to be unconnected to 
their jobs as teachers (Sailors & Price, 2010).   Finally, sometimes the transfer of learning 
that occurs after the workshop is erroneous, thus negatively impacting student learning 
(Hill, 2009).  This means, in some cases, teachers report that the professional 
development simply reinforced how they have been teaching, rather than causing them to 
reflect and identify ways they could improve (Hill, 2009).  
 According to NCLB, professional development is mandated for the nation’s 
teachers (NCLB, 2002).  But having this law in writing is not enough.  As was stated by 
Hord (2011), “the improvement of our schools seldom results from mandates...change 
cannot occur without the provision of ongoing and long-term learning for the 
professionals” (p. xv).  
 Although many articles have been written on the topic of professional 
development, there is a need to specifically define effective models of professional 
development from those who are experiencing and participating in professional 
development each year, the teachers and administrators.   Desimone et al. (2002) 
recommended that districts learn more about effective characteristics of professional 
development, so they can design sessions that will impact their teachers and instructional 
practices and improve student learning.  This study may help districts design effective 
professional development, by providing stories about professional development 
experiences from educators who shared what they are looking for in effective 
professional development and what they have experienced.  
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Conceptual Framework 
Within this study, three streams of research have emerged.  The overarching theme 
was focused on professional development and understanding how an effective 
professional development model can change teachers’ instructional practices, thus 
impacting student learning.  The three themes included: 
1. Defining and investigating effective characteristics of professional development, 
supported by the research (Barrett et al., 2013; Brunvand et al., 2012; Desimone, 
2009; Engstrom & Danielson, 2006; Garet et al., 2001; Guskey, 2003; Loucks-
Horsley & Matsumoto, 1999; Meister, 2010; Morewood & Bean, 2009; 
Schmoker, 2012; Learning Forward, 2011) 
2. Applying principles of adult learning theory and effective leadership to maximize 
the learning of teachers (Knowles, 1978; Mundry, 2003; Sailors & Price, 2010; 
Shacher et al., 2010; Thompson & Zueli, 1999; Youngs & King, 2002) 
3. Exploring options for professional development that according to teacher 
perceptions, have lead to changes in instructional practices within a teacher’s 
classroom (Barnett, 2004; Easton, 2004; Easton, 2012; Everett et al., 2003; 
Fishman et al., 2003; Guskey, 2003; Lustick, 2011; Mertler, 2009; Penuel, 
Fishman et al., 2007; Stewart, 2014; Wayne et al., 2008)  
Figure 2 visually displays the themes. 
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Teacher	  Input	  Other	  factors:	  	  time,	  logistics,	  money,	  required	  topics,	  ….	  
 
Changes	  in	  instructional	  practices	  within	  the	  classroom	  
Professional	  development	  structures	  
and	  models	  •  Find	  successful	  classrooms	  (Guskey,	  2003)	  •  Create	  regular	  structures	  (Youngs	  &	  King,	  2002)	  •  Wiki	  integration	  (Brunvand	  et	  al.,	  2012)	  •  Horsley	  &	  Matsumoto	  (1999)	  Yifteen	  structures	  •  PLC	  (Easton,	  2012;	  Stewart,	  2014)	  •  Effective	  teaching	  strategies	  (Schmoker,	  2012)	  •  Differentiated	  support	  (Sailors	  &	  Price,	  2010)	  •  Intense	  professional	  development	  (Mertler,	  2009)	  
Characteristics	  of	  effective	  
professional	  development	  •  Desimone	  (2009)	  conceptual	  framework	  •  Guskey	  (2003)	  structured,	  organized,	  purposeful	  •  Desimone,	  Garet,	  Yoon	  &	  Birman	  (2002)	  structural	  and	  core	  characteristics	  •  Standards	  for	  Professional	  Learning	  (2011)	  •  Trust	  (Youngs	  &	  King,	  2002)	  •  Needs	  based	  (Lustick,	  2011)	  •  Four	  Centers	  (Loucks-­‐Horsley	  &	  Matsumoto,	  1999)	  
Adult	  Learning	  Theory	  and	  
leadership	  principles	  •  Differentiate	  strategies	  •  Knowles	  (1978)	  six	  assumptions	  of	  andragogy	  •  Beavers	  (2009)	  eight	  recommendations	  •  Mundry	  (2003)	  adult	  learning	  and	  change	  •  Thompson	  &	  Zueli	  (1999)	  Yive	  conditions	  
Figure 2:  The Three Streams of Effective Professional Development	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The first stream of research is defining and investigating effective characteristics of 
professional development.  Research establishes several common characteristics for high-
quality effective professional development based on the work of several researchers and 
authors, as well as the Standards for Professional Learning from the organization, 
Learning Forward.  Included in this stream are many core and structural characteristics of 
professional development, key features that should be included in effective professional 
development, teacher identified effective mechanisms of professional development, and a 
conceptual framework to evaluate effective professional development. 
Adult learning theory and leadership principles is the second research stream.  
Researchers have identified ways in which adults learn differently than children.  
Because they are social beings, adults learn through interacting with their environment 
and others around them.  In order to offer effective professional development, it is 
essential to understand how adults learn best and what conditions influence the 
transferability of the learning into the classroom. 
Professional development structures and models is the third research stream.  While 
most teachers have not experienced high-quality professional development, there have 
been models cited in the literature, which meet some of the key characteristics from the 
first research stream.  These structures and models may be starting points for discussions 
about what works in regards to effective professional development.   
Taken together, all three streams connect.  When the characteristics of effective 
professional development, stream one, are combined with adult learning theory, stream 
two, and offered in a format suggested in the stream of professional development 
structures and models, stream three, the results are positive changes in instructional 
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practices within the classroom.  Further, when instructional practices are improved, 
student learning is positively impacted.   
However, the three research streams are influenced by several factors from the 
outside. First, time that is available for professional development is limited.  Within a 
school year, districts need to be cognizant of contractual obligations regarding when the 
school year can start and end, the number of early dismissals, and the required student 
days expected from the state.  Secondly, money and resources allocated by the district for 
professional development are also limited.  Districts must work within budgets if 
substitutes are involved, books and resources are needed, and consultants are contracted 
to present.  Finally, there are a number of required topics the district must address each 
year, such as child abuse reporting, the teacher effectiveness system, and student learning 
objectives, which may utilize some of the professional development time in the district.   
The three streams became the basis for the interview questions and research questions 
for this phenomenological study.   
Literature Review 
 Planning, defining, and delivering effective professional development is a 
complex task.  First, funds must be available in order to purchase needed supplies, ensure 
the teachers have sufficient resources, and if necessary, pay substitutes to cover the 
classroom while the educator attends a session.  With the implementation of the No Child 
Left Behind Act of 2002, funds have become available for districts to use for professional 
development (NCLB, 2002).  But, districts need to plan time for professional 
development, when they are building their master schedules, and ensure teachers can be 
released at various times during the year, in order to grow their practice as professionals.  
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 The second element of planning, defining and delivering effective professional 
development is understanding what effective means.   This is more complicated to 
determine and research varies with what should be included in the criteria and list of 
essentials.  But with released time for teachers being limited, districts need to have a solid 
understanding of effective professional development, so time, talent, money, and 
resources are not wasted, and classroom instructional practices can be improved. 
 The third element of planning, defining and delivering effective professional 
development is recognizing that adults are different than children.  While some types of 
instructional strategies may work for a group of 25 children or adolescents, those same 
approaches may not work for adults.  Adults are categorically different, both in their 
range of experiences and how they learn.  Presenters of professional development need to 
have a working knowledge of the principles of adult learning, before they design a 
professional development session, if the desire is for adults to implement the learning and 
invest in the learning from the beginning. 
 Finally, in order for professional development to be effective, it must contain 
follow through in the classroom and an accountability measure to implement the learning.  
However, the transfer of learning into the classroom can only be delivered by one person, 
the teacher.  As educators learn, grow, and alter their instructional practices, student 
learning, in turn, will be affected. 
Stream 1: Defining and investigating effective characteristics of professional 
development, supported by the research. 
Within this stream, researchers have cited characteristics that are essential to 
include in planning and delivering a professional development session, which are based 
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on surveys of educators following a professional development experience, analysis of 
professional development experiences, and in-depth studies of professional development 
opportunities.  Much agreement exists between many of the researchers, with the central 
theme being that professional development should be focused on the needs of the learner, 
and provide the tools needed to improve teaching practices.  This learning should also 
occur over a period of time, be differentiated according to each individual learner, and 
involve the learner in the planning and delivery of professional development.   
Core and structural characteristics. 
 One of the foundational studies cited in many research studies is that of Desimone 
et al. (2002), who identified common characteristics of high-quality effective professional 
development and grouped them into two major areas:  structural features and core 
features.  These features are cited and expanded upon by others in the field and can be 
summarized below in the following graphic, Figure 3. 
 
 Figure 3:  Six Characteristics of Effective Professional Development 
 
Six	  Characteristics	  of	  Effective	  Professional	  Development	  
Structural	  Features	  
The	  form	  or	  
organization	  of	  the	  activity	   The	  duration	  of	  the	  activity	   The	  degree	  to	  which	  collective	  participation	  is	  emphasized	  
Core	  Features	  
Opportunities	  for	  
active	  learning	  
Coherence	  of	  the	  activity	   The	  degree	  to	  which	  there	  is	  a	  content	  focus	  
Note:  Adapted from Desimone et al., 2002 
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In reviewing professional development from 1996-1999, in five states, Desimone 
et al. (2002) found these six criteria were an integral part of high quality effective 
professional development.  Three can be grouped under the heading of “structural 
features.”  The first characteristic is regarding the type or organization of the activity.  
This means that the professional development experience could be one that is the 
traditional type, such as teachers listening to lectures on a specific topic, or the reform 
type where teachers participate in a network meeting with other teachers, mentor with a 
colleague, or participate in a study group.  The second characteristic is the duration of the 
activity.  They calculated the duration as the actual time spent in the activity, as well as 
its length over the calendar.  The third and final structural characteristic is how much 
collective participation is involved in the activity (Desimone et al., 2002).  That is, how 
much of an opportunity is there for teachers to work together with others from similar 
schools, grade levels, or content. 
The second group of features is classified as core features.  Under this heading, 
Desimone et al. (2002) analyzed how much active learning was involved in the activity, 
how much coherence existed between the teachers’ goals and state standards, and the 
amount of focus on the content. 
Several years later, Desimone (2009) found these same characteristics to be a part 
of many studies involving professional development, be it a large-scale or smaller study, 
and suggested they be a part of future studies on professional development.  She also 
advocated for a theory modeling how professional development affected student learning.  
Each step in her proposed model can revert back to a previous step at any point.  The four 
steps cited by Desimone (2009) include: 
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1. The professional development experience occurs. 
2. The teacher benefits with acquiring new knowledge, skills, belief systems or 
attitudes. 
3. Teachers apply the new information to their teaching practices. 
4. The changes cause an increase in student learning.   
In summary, Desimone et al. (2002) found that most educators do not experience 
high-quality professional development that meets the six features.  The average amount 
of time that was spent in a single professional development activity was under a week, 
and most of the activities did not have a component where teachers worked together with 
others.  Their results showed that high-quality effective professional development will 
change classroom practices, if teachers have opportunities to work together with others 
who teach the same grade or content, if they are actively involved, and if the information 
is linked to information they previously learned (Desimone et al., 2002).  They also found 
a wide span of differences from school to school, from district to district, and even from 
individual to individual in what they experienced as far as professional development 
(Desimone et al., 2002).   
Core elements of effective professional development. 
Many researchers have written about other core elements of professional 
development.  Table 1 summarizes the key components, as reviewed in the literature. 
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Table 1 
Summary of Research Regarding Core Elements of Professional Development 
Core Elements of Effective Professional 
Development 
Authors/ Researchers 
Well organized, with a purpose and a 
definite structure and clear goals 
Guskey (2003); Barnett (2004) 
 
Collegiality and collaborative exchange 
 
Guskey (2003); Engstrom & Danielson 
(2006); Barnett (2004); Brunvand et al. 
(2012); Youngs & King (2002); Stewart 
(2014); Standards for Professional 
Learning (2011) 
 
Inclusion of evaluation procedures and 
formative evaluation  
 
Barnett (2004); Fishman et al. (2003); 
Guskey (2003); Engstrom & Danielson 
(2006); Putnam, Smith, & Cassady (2009); 
Standards for Professional Learning (2011) 
 
School-based orientation  
 
Guskey (2009) 
 
Strong administrative leadership and 
support of professional development 
 
Guskey (2009); Nir & Bogler (2008); 
Brunvand et al. (2012); Standards for 
Professional Learning (2011) 
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Table 1 (continued) 
Reflective practice Putnam et al. (2009) 
 
Immediate classroom applicability 
 
Easton, (2004); Putnam et al. (2009); Nir & 
Bogler (2008); Barnett (2004); Stewart 
(2014) 
 
A trusting environment where learners can 
try new ideas without fear 
 
Putnam et al. (2009); Youngs & King 
(2002) 
 
High level of teacher participation in 
planning and delivery 
 
Barnett (2004); Lustick (2011); Nir & 
Bogler (2008) 
 
Beyond a single-point workshop 
 
Brunvand et al. (2012); Darling-Hammond 
et al. (2009); Penuel et al. (2007); Stewart 
(2014); Standards for Professional 
Learning (2011) 
 
Learner-centered 
 
Lustick (2011) 
 
Focused on student learning  
 
Lustick (2011); Stewart (2014) 
 
Offer choice to the learners 
 
Lustick (2011) 
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According to the Standards for Professional Learning (Learning Forward, 2011), 
they are seven main themes that should be included in any professional development 
session.  They include:  learning communities focused on continuous improvement, 
collective responsibility, and goal alignment; two, skillful leadership; three, prioritizing, 
monitoring and coordinating resources; four, implementing a variety of data sources; 
five, research-based learning designs; six, implementation for long-term change; and 
seven, performance-based outcomes (Learning Forward, 2011).  These same themes are 
echoed by many other researchers in the field, though, not surprisingly, research varies 
widely on the elements.    
 Guskey (2003) concluded:  
 …there appears to be little agreement among professional development 
researchers or practitioners about the criteria for ‘effectiveness’.  Some define it 
in terms of teachers’ self-reports of professional development features that 
increase their knowledge and lead to changes in their instructional practices.  
Others look for consensus in the opinions of professional development writers and 
researchers.  Such efforts, while informative, represent only a starting point. (p. 
749) 
Guskey (2003) further stated that any time spent in professional development 
must have a definite structure, be well organized, and have a purpose.  If collaboration is 
utilized, as it should be, it, too, must be carefully planned.  Otherwise, individuals can 
hamper the reform efforts, and other unintended consequences may occur (Guskey, 
2003).  According to Youngs and King (2002), that collaboration must also be 
meaningful and well structured, with teachers encouraged to learn and connect what they 
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are learning to school goals.  Easton (2004) emphasized “the most beneficial learning 
activities are those that are embedded in the work that educators do” (p. 758).  Teachers 
want immediate application to their classrooms, and desire an effective use of the time 
they are spending learning about teaching.   
 Research has shown that single point workshops have little effect on student 
learning and do not bring about a change in instructional practices (Fishman, Marx, Best, 
& Tai, 2003; Lustick, 2011; Morewood & Bean, 2009; Penuel, Fishman, Yamaguchi & 
Gallagher, 2007; Sailors & Price, 2010).  In these formats, teachers say the sessions were 
dry, uninteresting, and as a result, they forgot 90% of what was presented (Sailors & 
Price, 2010).  According to the research cited above, in order for instructional practices to 
change, professional development must be delivered over a period of time and be 
connected to the job of the teacher.     
 Brunvand and his colleagues (2012) in their study of integration of wikis in the 
classroom, found that when the professional development was learner centered, 
connected to student learning, hands-on, involved a variety of learning experiences, had 
curriculum applications, empowered teachers to extend beyond their current role, had 
administrative support with readily available resources, with continuous learning, the 
teachers sustained a change in their practices.  While this is quite a list of essentials, it 
embodies many components of effective professional development.  In the end, the 
teachers in this study significantly improved their technology skills, and found much 
success using a wiki (Brunvand et al., 2012).  It also confirms that with the right blend of 
planning and delivery, long-term change can occur in a classroom and be sustained, 
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though it does take time, planning, and a willingness on the part of the teacher to stretch 
and grow. 
 Underlying any professional development session needs to be an element of trust 
(Youngs & King, 2002).  Teachers must believe that it is okay to try new strategies, and 
that if the implementation is not successful, they will not be judged because they took a 
risk.   Meister (2010) underscored the importance of an understanding and supportive 
leader, whom teachers say influenced them to think outside of the box and try something 
different.   
 Another key element of effective professional development is considering the 
needs of the teachers.  Often, sessions are planned from the perspective of an 
administrator, and not from the viewpoint of the teachers and what they need in order to 
be better teachers (Lustick, 2011).  Additionally, the planners assume that each teacher 
comes to the workshop with the same experiences and background knowledge (Lustick, 
2011).  To address both of these concerns, when planning a session, leaders need to 
incorporate a collaborative approach and ask the teachers what they need (Barnett, 2004; 
Lustick, 2011).  Then, based on that feedback, leaders need to offer a variety of choices, 
which is suited to the needs of the participants (Morewood & Bean, 2009).  Four centers 
need to be considered including:  learner centered, knowledge centered, assessment 
centered and community centered, with time for teachers to work together and reflect 
(Loucks-Horsley & Matsumoto, 1999).  In general, teachers prefer sessions that are short, 
well organized, and ones in which they can immediately use the information (Barnett, 
2004).   The focus should be on the teacher, and what they need in order to be a better 
teacher (Fishman, Marx, Best, & Tai, 2003).  However, an accountability measure should 
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exist to ensure that student learning has been affected, with evidence that the professional 
development has been implemented (Fishman et al., 2003; Hill, 2009).   
 Teachers learn best through collaboration.  It is helpful if that peer is of similar 
knowledge base, but teachers need time to reflect on their practices, converse about their 
practices, and be supported by a critical colleague (Sailors & Price, 2010).  The first step, 
however, is to create a sort of dissonance between current practices and beliefs on one 
side and student learning and teaching on the other (Loucks-Horsley & Matsumoto, 
1999).  Then, time should be allotted for peers to work through that conflict through 
conversation, research and support.   Planners of professional development should 
understand that professional conversations and the reflection process are essential 
(Lustick, 2011), and then provide time to implement the new learning (Penuel et al., 
2007).  Teachers need time to be active learners and connect to their experiences, 
bringing the new and the old knowledge together.   
Finally, districts need to take time to evaluate professional development on a 
regular basis.  Engstrom and Danielson (2006) suggested regular evaluation allows 
districts to determine needs, assess growth of its teachers, and identify areas of 
misconceptions.  They emphasized that having the administrators as an integral part of 
any professional development is essential, to building a culture of professional inquiry 
and learning.   
Summary of stream one. 
In order to be effective, professional development sessions should be 
opportunities where teachers collaborate with other peers, have time to implement the 
learned knowledge over a number of weeks, are supported by a trusted administrator, 
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include a variety of topics differentiated according to teacher need that are connected to 
teachers’ jobs and classrooms, and are purposeful, structured, and organized.  Teacher 
input should be sought and acted upon to plan for the sessions, and the presentations 
should be hands-on, with opportunities for the teachers to discuss, reflect, and plan.  As 
stated by Guskey (2009), “no improvement effort in the history of education has even 
succeeded without thoughtfully planned and well-implemented professional development 
activities designed to enhance educators’ knowledge and skills” (p. 226). 
Stream 2: Applying principles of adult learning theory and effective 
leadership to maximize the learning of teachers. 
 The adult and a child learn differently.  While most administrators were once 
teachers, the same strategies that work for children in the classroom may not work for 
adults during a professional development opportunity, and may be insulting to the adult, 
such as writing their answers on the board or answering in front of a group of their peers 
via a random calling technique.  The most effective professional development sessions 
combine adult learning theory with research-based strategies (Little & Houston, 2003).   
 Beavers (2009) reminded administrators that teachers have to wear many hats and 
be knowledgeable of many topics including:  child psychology, discipline strategies, 
parent communication, federal laws, and educational politics.  Given the multitude of 
topics, professional development is necessary for teachers.  It is a common belief that 
there is much room for improvement in education.  Even the teachers will concur 
themselves that teaching is a difficult job and it takes time to learn how to be a great 
teacher.  But creating opportunities for true engagement and learning can be a challenge 
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for presenters and administrators, unless key adult learning principles are considered and 
implemented, which is the focus of this stream.   
 Knowles foundational work.  
 The work of Knowles (1978) is foundational in adult learning theory, as he 
developed six assumptions of the adult learner in his theory of andragogy.  They include:  
recognizing that the adult learner is independent and can be in charge of his own learning, 
that the adult learner has a variety of life experiences that can influence and enrich his 
learning, that learning and social roles are closely connected for the adult learner, that the 
adult learner is problem-centered and wants to immediately apply what he has learned, 
and that the adult learner is influenced by internal factors rather than the external.  The 
theory of andragogy emphasized that the learner and the teacher are equal (Knowles, 
1978).  Examples of these adult learning principles applied include:  allowing the adult to 
chose the project topic according to interest level, build rapport with the adult, encourage 
reflection, use practical and real-life examples when teaching, offer choice, and provide 
many opportunities to try new strategies.   
 The assumptions of Knowles (1978) apply to teachers as well.  Teachers are good 
problem solvers, enjoy questioning and challenging issues and problems, adapt well to a 
variety of situations, and are motivated by what their peers and supervisors believe 
(Beavers, 2009).  When translating this to professional development, opportunities should 
be designed that give the teachers time to problem solve, and to direct their own learning.  
Their experiences in the field of education should be recognized, and used to benefit 
others, through a collaborative model (Beavers, 2009).   
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 The social nature of adults. 
 Adults need to talk.  Adult learners learn best when they have an opportunity to 
talk about what they are learning with others (Drago-Severson, 2011).  Mundry (2003) 
called learners constructivists.  They define their world through connecting the unknown 
to the known, by joining previously learned knowledge with new knowledge. For the 
staff developer, this means creating sessions where a short amount of information is 
presented, and then learners have an opportunity to reflect about how that would translate 
into their instructional practices.  By making the learning authentic, the adult learns and 
grows, and in turn, the students will as well.   
 Adults need choices.  They need the chance to acknowledge where their 
weaknesses are, and then attend sessions that support that need.  As stated by Drago-
Severson (2011), “not all professional learning initiatives…have the same effect on 
student achievement” (p.10).  But, if educators are provided support, which is 
differentiated according to their need, there is a “direct and positive connection to student 
outcomes” (Drago-Severson, 2011, p. 11-12).   
 Beavers’ eight recommendations of professional development. 
 Beavers (2009) summarized eight recommendations that combine adult learning 
and professional development.  They are to: 
• Involve teachers in choosing topics for professional development.   
• Recognize that the variety of experiences of teachers can be springboards to 
professional development for others.   
• Ensure practicality and applicability are at the forefront.   
• Offer opportunities for discussion and collaboration, focused on problem-solving. 
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• Offer choices to accommodate a variety of learners.   
• Use teachers as presenters whenever possible.  
• Ensure the culture is open and safe.   
• Finally, allow for dissension on key topics (Beavers, 2009, pp. 28-29).   
Thompson and Zueli’s five conditions. 
 Thompson and Zueli (1999) recommended five conditions, to move adults from 
the current way of thinking to new patterns and beliefs.  First, the professional 
development session should create cognitive dissonance, which is where the learner 
comes to see that what they believe is inconsistent with new information.  Secondly, the 
learner works through the cognitive dissonance with the help and support of a coach or 
mentor.  Thirdly, the learner should have an opportunity to try out the new learning, to 
develop first-hand experience with it.  Again, collegiality is key.  Fourthly, the learner 
develops his own beliefs about the new learning, and understands that the old patterns or 
belief systems are no longer ideal.  Finally, the learner monitors the learning for new 
issues, new problems, and the cycle may begin again.   
 Thompson and Zueli’s (1999) theory is relevant to professional development, 
because leaders need to understand that it will take time for educators to adopt new ways 
of thinking and teaching.  Much support will need to be offered along the way, from 
colleagues and other trained personnel.  But in the end, the system can be assured that the 
changes will remain over time as the learner realizes the belief patterns and practices of 
the past are no longer effective. 
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Summary of stream two. 
 Teachers and administrators are adults.  Adult learning theory must be considered 
when planning for an effective professional development session.  First, and foremost, 
the presenters must understand that the adults and the children they teach are different, 
and that different strategies should be employed when teaching the other.  Collaboration 
and problem-solving are two critical factors that should embody each professional 
development opportunity, in order for the adult to be an active, engaged learner, who will 
ultimately translate the new learning back into the classroom.  Learners must understand 
that a new belief system is better than their current ways of thinking, in order for 
sustained change to occur.  And above all else, learners must be treated with respect, as 
equal partners, and see the purpose in what they are learning. 
Stream 3: Exploring options for professional development that according to 
teacher perceptions, have lead to changes in instructional practices within a 
teacher’s classroom. 
 Several models of effective professional development have emerged in the 
literature, integrating the principles of adult learning theory with elements of effective 
professional development.  Currently, professional development has resulted in teachers 
feeling frustrated and disappointed, because they are one-time workshops without any 
follow up or seeming relevance to the classroom.  Once this attitude prevails, future 
sessions are met with skepticism and negativity (Beavers, 2009).   
 Figure 4 illustrates the various sections within this research stream. 
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Figure 4:  Research-Based Models of Effective Professional Development 
 
Key characteristics. 
 The first charge underlying any effective model of professional development is to 
identify classrooms where student learning is great, and where teachers are reaching 
struggling learners.  By identifying those kinds of classrooms, sessions can be designed 
where those teachers share their strategies and techniques with others (Guskey, 2003).   
Often, teachers do not have time during the day to discuss instructional practices with one 
another and share what they have found is working in their classrooms, so time needs to 
be allotted to permit that sharing to occur.   
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 The next essential is to create a structure where teachers regularly share with 
others.  As stated by Youngs and King (2002), teachers need set times where a structured 
format is utilized to encourage teachers to plan, reflect, discuss and evaluate their 
progress toward school goals and objectives.   
 Examples from schools. 
 The literature suggests several options, which meet the criteria for effective 
professional development and the principles of adult learning theory.  First, Barnett 
(2004) suggested having teachers observe other teachers, as a professional development 
activity.  This could be geared toward the teacher’s personal needs and desires.  For 
example, if a group of teachers wanted to improve their small group reading instruction, 
they could ask the administrator to identify experts within the building who have a solid 
grasp of this technique.  Then, time could be scheduled when teachers could observe in 
particular classrooms where guided reading is producing high results, and afterwards, 
have an opportunity to reflect and discuss with one another or an instructional coach.  
Afterwards, the teachers could implement the technique in their classrooms, and receive 
feedback on its implementation from their peers.  Following a model like this, the 
professional development is purposeful, meaningful, structured, requires follow up, and 
the teachers are active participants.   
 Another option that found success is from the wiki integration study by Brunvand 
et al. (2012).  Two hour professional development sessions were offered, with required 
follow up activities.  Then, a second professional development session was delivered, 
with additional hands on learning.  When combined with the collaborative component, 
sustained change occurred in this district, as measured in the pre and post surveys. 
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 Mertler (2009) also conducted a two-week intensive training course on 
assessment.  Teachers were given pre-tests and post-tests on the first and last days of the 
workshop, and kept a journal each day of their learning, which served as a formative and 
summative assessment measure.  In the end, teachers gained nearly 9 points on the post-
test measure, and believed the workshop was beneficial.  Many positive comments were 
gleaned from the participants about the intensity of the course.  Mertler (2009) stated 
“this permitted teachers to concentrate on and critically examine their own assessment 
knowledge and practices, in light of what they should know and should be doing” (p. 
113).  The author advocated for other professional development courses that incorporate 
qualitative and quantitative data, which also are in-depth and focused on a single topic 
(Mertler, 2009). 
 A model suggested by Darling-Hammond and Ball, (1998), focused on using 
student work, journals and videos of lessons in the classroom and was an inquiry-based 
approach.  Rather than finding answers, the learning occurred through the professional 
conversations, as evidenced in the artifacts.  Overall, this model was effective because it 
connected to the teachers’ classrooms and subject matter (Loucks-Horsley & Matsumoto, 
1999).   
 As mentioned in stream one, Desimone et al. (2009) has identified six essential 
characteristics of effective professional development.  To that end, the Idaho Total 
Instructional Alignment (TIA) sought to mirror their 35-hour conference to the features 
identified in that study (Jenkins & Agamba, 2013).  The TIA planned on having a 
content-driven focus, as educators worked through the Common Core State Standards 
(CCSS) to plan lessons and identify key concepts needing to be addressed in the 
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classroom.  They planned for coherence by connecting each new standard with the 
former standards.  They planned for active learning and collaborative participation by 
having teams of teachers work together on their activities.  They planned for duration by 
sponsoring a week long conference, with a time to complete a mid-point check about 
half-way through the year and other events sponsored throughout the year.  Finally, they 
planned for alignment as their activities could carry through all grades from Pre-K 
through grade 16 (Jenkins & Agamba, 2013).  The Idaho TIA is one of the first to be 
based on the framework of Desimone et al. (2009) and include all six components.  
Notably, this endeavor required much time, planning, organization, and continual 
support.  Yet in the end, the participants left with an understanding of the CCSS and 
strategies to teach the standards in their classrooms ((Jenkins & Agamba, 2013).   
 A final model is the INTENT model, a three-year model of professional 
development focused on improving reading instruction.  Putman, Smith and Cassady 
(2009) cited the structure of INTENT as a combination of best practices of professional 
development.  Teachers participated in reflective exercises, with content that was 
immediately applicable to their classrooms.  In addition, the learners were in locations 
where a culture of trial and inquiry was permitted, and had clear ways of assessing the 
impact of the instruction.  INTENT began with a needs assessment, progressed to goal 
setting and team forming, moved to the trial-and-error stage where teachers began to try 
new strategies, and concluded with the teachers continuing the new practices on their 
own.  As a result, those who were a part of the INTENT program realized gains in their 
student results compared to their peers who were not a part of the program (Putman, 
Smith & Cassady, 2009).   
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 Group structures. 
 In Loucks-Horsley and Matsumoto’s study (1999), fifteen different structures, 
grouped into five main categories, are offered which combine many of the elements of 
effective professional development.  The five main categories are:  immersion, 
curriculum, examining practice, collaborative work, and vehicles and mechanisms.  
Following is a definition and example of each category type.   
 With immersion, teams work in a subject area for an extended period of time.  An 
example of this is a science teacher spending a summer in a medical laboratory.  Under 
the curriculum category, this is where a teacher learns about a new piece of material, 
which they will be teaching.  For a district adopting a new math series, an example could 
be the teacher spending time mapping out lessons for the year.  With the third category, 
examining practice, teachers look at an artifact and see what the evidence says about how 
they can improve their practice.  In the fourth category, collaborative work, a teacher 
could spend time coaching or mentoring a new teacher.  Finally, an example under 
vehicles and mechanisms, could be when a teacher takes a technology course at a local 
college, because they want to learn how to use a Smartboard (Loucks-Horsley & 
Matsumoto, 1999). 
 Powerful designs. 
 Easton (2004) advocated that choosing the correct design for professional 
development is essential.  Some designs are better suited for small groups.  Others are 
better for small groups.  Some designs are more suited toward college faculty, while 
others are geared toward policy makers.  Easton (2004) outlined 21 different structures, 
with guidelines about which are more costly, what the suggested duration and frequency 
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is for each structure, the purpose of each, whether a facilitator is needed, the suggested 
location, and if administrator involvement is necessary.  All of her designs involved a 
collaborative component, required reflection and ongoing assessment, respected the 
learners as adults, and are applicable to the classroom.  Each design is also meant to be 
ongoing and continuous throughout the year, with districts implementing one design a 
year (Easton, 2004).   
 The 21 structures advocated by Easton (2004) include: 
• Action research 
• Accessing student voices 
• Assessment as professional development 
• Case studies 
• Classroom walk-throughs 
• Critical friends groups 
• Curriculum design 
• Data analysis 
• Immersing teachers in practice 
• Journaling 
• Lesson study 
• Mentoring 
• Peer coaching 
• Portfolios for educators 
• School coaching 
• Shadowing students 
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• Standards in practice 
• Study groups 
• Training the trainer 
• Tuning protocols 
• Visual dialogue (p. 2) 
Those that are the most costly are assessment as professional development, 
curriculum design, data analysis, immersing teachers in practice, school coaching, 
training the trainer, and visual dialogue.  Those that are the least costly are assessing 
student voices, classroom walkthroughs, journaling and portfolios for educators (Easton, 
2004).  Easton said that at the heart of designing the professional development are two 
key questions:  who should be involved and will people work individually or in groups? 
(Easton, 2004).   
Professional learning communities. 
 The final model presented in the literature is a professional learning community 
(Easton, 2012).  This is where teams of teachers forge a relationship, and ask questions 
about their practice and craft.  PLC’s, as they are commonly called, focus on topics of 
curiosity, pain or data (Easton, 2012).  An example of this is where teachers, after 
looking at the data from the state tests, ask one another “what bothers you about these 
scores?”    Then, they create action plans about how to correct the problem, together.   
 When working together in professional learning groups, however, Knight (2011) 
recommends seven key characteristics, to ensure productive interactions among groups 
members and discussion among group members.  These principles are summarized in 
Table 2. 
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Table 2 
Principles of Professional Learning Communities 
Principle Description 
Equality Teachers assist with planning of the learning activities 
Choice Learners have an option about what and how they learn 
Voice Teacher voices are respected 
Reflection An important component of the process 
Praxis Applicable to the classroom 
Reciprocity Active participation and feedback cycle of participants 
Note:  (Knight, 2011) 
 
 
 
 In order for a PLC to be effective, Stewart (2014) recommended that the group 
should focus on the process of learning, not just the duration of the meetings.  A cyclical 
approach of identifying student needs, implementing a strategy, and analyzing the 
effectiveness should be the focus of the PLC team.  Observations of lessons can assist 
with identifying how students learn, in order to develop action plans for improvement. A 
culture of continuous improvement should be evident (Stewart, 2014).   
 Effective teaching strategies. 
 Schmoker (2012) advocated that no matter what the professional development is, 
it should be based on effective teaching strategies.  He emphasized the need to review the 
most basic teaching skills, including having a clear objective, anticipatory set, modeling, 
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guided practice, and checking for understanding, all designed around a curriculum that 
integrates reading, writing, discussion, and research based strategies (Schmoker, 2012). 
 Additionally, with any professional development, the amount of support must be 
differentiated, with teachers having an interest in the topic and learning from the 
beginning (Sailors & Price, 2010).  If teachers have the choice of what to learn, the 
possibility of sustained change increases.   
 Summary of stream three. 
 This stream demonstrates that it is possible to connect adult learning theory with 
characteristics of effective professional development.  Districts have found ways to 
ensure professional development is ongoing, continuous, and addresses the needs of the 
learners.  These structures are time-intensive, require a budgetary commitment from the 
district, and insist that the learner is an active part of the experience.  The end result, 
however, is improved practices within the classroom and increased student learning.   
Synthesis 
All three streams connect together.  First, districts need to understand what 
effective professional development is, before designing a session where sustained change 
will occur.  Secondly, once the structure is defined, the method of delivery needs to be 
considered, which integrate the principles of adult learning.  Combining these two 
streams together, new and different alternatives can be offered to the teachers, with the 
end result being a change in instructional practices, and improved student learning.   
This study addressed all three areas, as the researcher sought to understand and 
explored the meaning of effective professional development by teachers and 
administrators located in three elementary schools in central Pennsylvania.  Further, this 
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phenomenological study sought to understand the essence of being a participant in 
professional development within this district by investigating the perceptions of teachers 
and administrators about professional development.   
Conclusion 
 Although many research studies and articles have focused on the topic of 
professional development, there is a need to specifically define effective models of 
professional development from those who are experiencing and participating in 
professional development each year, the teachers and administrators.   Very few studies 
have focused on the participants themselves, and hearing directly from them about their 
experiences with professional development.  This is where this study can contribute to the 
large body of knowledge about professional development and contribute in a unique way, 
as a phenomenological study focused on elementary teachers and elementary 
administrators.   
Summary 
 In summary, professional development is not just a suggestion, but it is a mandate 
of the No Child Left Behind Act of 2002.   With the teacher being the most influential 
factor in regards to student learning, he or she needs help, additional knowledge, and 
support to reach every learner in the classroom, which can be offered through 
professional development, if it is delivered in a meaningful and effective manner.  Three 
streams are discussed in the literature, which are parts of a model of effective 
professional development.  They include understanding the characteristics of effective 
professional development, applying principles of adult learning theory, and using a 
structure that involves the teacher as an active learner and collaborator.  By combining all 
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three streams together, changes can occur within the classroom, which will then impact 
student learning and improve teacher effectiveness.  These three streams became the 
basis for the interview questions for this phenomenological doctoral study, as teachers 
and administrators were interviewed about their experiences with professional 
development and shared their perceptions of effective and ineffective professional 
development.    
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Chapter 3:  Research Methodology 
Introduction 
 Each year, it has been estimated that districts spend about $3500 per teacher, per 
year, on professional development (Lustick, 2011), or between 1-6% of a district’s 
expenditures each year (Hill, 2009).   Yet, many surveys of teachers after a workshop 
indicate little or no follow up and a general dissatisfaction with the professional 
development they receive (Hill, 2009; Sailors & Price, 2010).  
Given the above information about the high cost of professional development and 
the low satisfaction rate, Lustick (2011) suggested that “education leaders might want to 
re-evaluate their investment of time and resources into in-service professional 
development” (p. 236).  Further, educators believed that “in-service professional 
development opportunities were the least effective at making them better teachers” 
(Lustick, 2011, p. 236).  Therefore, the purpose of this study was to understand and 
explore the meaning of effective professional development from elementary teachers and 
elementary administrators located in three elementary schools in central Pennsylvania.  
Additionally, this phenomenological study sought to understand the essence of being a 
participant in professional development within this district by investigating the 
perceptions of elementary teachers and elementary administrators regarding professional 
development.  This study was designed to answer one central research question:  How do 
elementary teachers and elementary administrators perceive and describe their 
experiences with professional development?  Within that central question were three sub-
questions: 
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1. What meaning does professional development have to elementary teachers’ and 
elementary administrators’ teaching and leading practices? 
2. What factors or contexts influence elementary teachers’ and elementary 
administrators’ perceptions of professional development? 
3. How would the elementary teachers and elementary administrators describe 
effective and ineffective professional development?  
Within this chapter, the research design, site, population, research methods and 
ethical considerations will be described.  The researcher will outline who the participants 
were, describe their common and unifying characteristics, identify the site of the study, 
and explain why the phenomenological design was the best approach for this study.  
Finally, this chapter will outline how the data was collected from the participants and 
identify the data analysis procedures.   
Research Design and Rationale 
 The researcher used a phenomenological design for this study.  According to 
Creswell (2013), a phenomenological design is best when one wants to describe a 
common experience or meaning of several people or individuals.  Moustakas (1994) 
wrote that a phenomenological study is concerned with finding meaning in shared 
experiences, void of any explanation or analysis.  Further, in phenomenology, the 
researcher seeks to accurately and specifically describe the meaning of the experience 
through a comprehensive story (Moustakas, 1994).  Bevan (2014) stated that a 
phenomenological study is best when “the researcher is interested in describing a 
person’s experience in the way he or she experiences it, and not from some theoretical 
standpoint” (p. 136).  Within this study, the common experience is professional 
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development, since all teachers and administrators who work in this particular district 
participate in a number of professional development and in-service days each year.  
Creswell (2013) emphasized that participants in phenomenological study share 
similar experiences.  Therefore, the current researcher required that the participants met 
the following criteria: 
• Elementary teachers or elementary administrators in the district for at least six 
years, to have experienced a variety of professional development structures at the 
elementary level 
• Participants in data team meetings, grade level meetings, summer in-service days, 
new curriculum adoptions and district-sponsored in-service opportunities 
• Participation in at least six professional development opportunities in the last 
twelve months 
• Leaders of a professional development session at least one time in the last year, 
either in a small group or a large group 
 Also congruent with the data collection methods of a phenomenological study, the 
researcher completed face-to-face interviews, three different times, using a series of 
open-ended questions.  Teachers and administrators selected the best times of day for the 
interviews.  Generally teachers had time at the beginning or end of the student day, which 
was ideal for the interviews.    
Bevan (2014) suggested following a protocol of three interviews for 
phenomenological studies, with different focuses for each interview.  The first interview 
focused on contextualization, where the researcher investigated the person’s attitudes, 
context of the phenomenon and description of the phenomenon.  This first interview 
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provided the story of the phenomenon and offered insight for further questions.   The 
second interview, termed apprehending the phenomenon by Bevan (2014) asked 
questions related to modes of the phenomenon, such as “tell me about your typical 
afternoon spent in professional development.”  At that time, the researcher also asked 
follow up questions based on the information that was provided during the first interview, 
which clarified the participant’s terms, thoughts and feelings.  The final interview, termed 
clarifying the phenomenon asked the participant to give meaning to the phenomenon 
through imaginative variation (Bevan, 2014).  The researcher asked about what could be, 
if the phenomenon were to change in some way.  An example of this question would be 
“if one topic remained the focus of professional development all year, would that change 
your feelings about professional development?”  
 The reason that a phenomenological approach was best for this study was because 
the research question was designed to investigate the perceptions and descriptions of 
professional development, which was the common, shared experience of the participants.  
The researcher was interested in telling the story of professional development, from the 
perspective of those who were directly involved in this experience, both the participants 
and the leaders of professional development.     
Site and Population 
Population Description 
 The population for this study was four elementary teachers and two elementary 
administrators from a district in the south central part of Pennsylvania, representing each 
of the three elementary schools within the district.  Further, each of the four elementary 
teachers was classified as a Curriculum Coordinator because they assist with leading a 
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curriculum area in the district, which includes math, communication arts, science and 
social studies.   
The defining, unifying characteristic of the teachers and administrators was that 
they had participated in professional development throughout their teaching careers.  In 
addition, all Curriculum Coordinators and administrators were responsible for both 
participating in and leading professional development within the district on occasion in 
small group and in large group settings.   
The teachers identified for this study have been teaching and working in the 
district for at least six years, and have leadership skills, as evidenced by their 
appointments as Curriculum Coordinators.   The teachers were selected for this study due 
to their dual roles of both presenters and participants of professional development within 
the district.  Including the 2013-2014 school year, all Curriculum Coordinators have at 
least three years of experience with the professional development process in the district. 
The administrators for this study have been leaders of their buildings for at least 
six years.  They too oversee a curricular area, in conjunction with the Curriculum 
Coordinators, and have experienced leading professional development sessions and 
serving as participants in professional development sessions.  The researcher, too, is the 
administrator of one of the elementary schools. 
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Site Description 
Information about the three schools is listed below on Table 3. 
 
Table 3 
Summary of School Data of Participating Administrators and Teachers 
 Pennsylvania School 
Performance Profile 
Score 
Grades Average years of 
teaching 
experience 
Highly 
Qualified Staff 
Student 
Population 
ED % 
with 
IEP 
Building A 93.6 Pre-K through 
Grade 5 
16.97 100% 448 30% 12% 
Building B 89.0 K-5 13.44 100% 520 35% 14% 
Building C 90.1 K-5 15.03 100% 410 30% 10% 
Note:  ED= Economically disadvantaged, or the number of students receiving free or reduced lunches.  
Source:  http://paschoolperformance.org/ retrieved August 16, 2014 
 
 
 
All schools in this study received Title I funding.  Each school had one full time 
administrator, with Building B having an additional part-time administrator.  Because 
Building B’s part-time administrator had been with the district less than two years, she 
was not part of the study.  She did not meet the criteria of being in the district for at least 
six years, to have experienced a variety of professional development structures. 
 In regards to the teaching staff, Table 4 summarizes the staff composites.  The 
second line indicated the teacher that was interviewed for this study.  One administrator 
from Building B and the administrator from Building C were also interviewed. 
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Table 4 
Staff Composites from Each Building for the Study 
 Classroom 
teachers 
(Male/Female) 
Counselors Learning 
Support 
Staff 
Specialists Other 
Staff 
Total 
Building A 5/15 
*1 female 
teacher 
1 2 4 3 30 
Building B 4 /18 
*1 male and 1 
female teacher 
and 1 
administrator 
1 4 4.5 4 35.5 
Building C 2 /18 
* 1 
administrator 
1 2 4 3 30 
 
Total Staff 
      
94.5 
 
 
 
 The sample for this study was a nonrandom, homogeneous, criterion-based 
sample. Due to the design of the study, it was imperative that the participants shared 
similar lived experiences, that of professional development.  Participants must have met 
all of the below criteria: 
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• Elementary teachers or elementary administrators in the district for at least six 
years, to have experienced a variety of professional development structures at the 
elementary level 
• Participants in data team meetings, grade level meetings, summer in-service days, 
new curriculum adoptions and district-sponsored in-service opportunities 
• Participation in at least six professional development opportunities in the last 
twelve months 
• Leaders of a professional development session at least one time in either a small 
group or large group setting 
A total of six educators were interviewed for this phenomenological study, four 
teachers and two elementary administrators. 
The research site was at the home school of each of the six individuals.  The 
researcher scheduled an appointment with each educator and interviewed him or her at 
the school where he or she worked.   
Site Access 
The researcher was the administrator at one of the elementary schools within the 
district.  Since each school was located within the district, the access letter from the 
superintendent covered permission at all three elementary schools, included in Appendix 
C, page 164.  Additionally, the assistant superintendent had offered suggestions on 
questions she would like to be asked, to benefit the district.  
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Research Methods 
Description of the Method. 
 This study was a phenomenological design.  Data was collected over the course of 
three different interviews, in extensive one-on-one interviews with the participants.  A 
three-phase semi-structured interview was completed with each of the six participants.  
The researcher visited the site of the participants, and met in a mutually agreed upon 
location such as a classroom, empty room, or office area.  All interviews were recorded 
and transcribed for coding and data analysis.  Each interview lasted anywhere from 15 to 
45 minutes.    
 The reason for taking such an approach was cited in Bloomberg and Volpe (2012) 
who stated that “the purpose of phenomenological research is to investigate the meaning 
of the lived experience of people to identify the core essence of human experience or 
phenomena as described by research participants” (p. 32).  Additionally, Moustakas 
(1994) wrote that “in a phenomenological investigation the researcher has a personal 
interest in whatever she or he seeks to know; the researcher is intimately connected with 
the phenomenon” (p. 59).  All of the participants in this study were active teachers or 
administrators in the researcher’s district, and have experienced professional 
development at least 14 times during the school year.  Other professional development 
sessions occur over the summer time, which could make the number of professional 
development sessions higher.   
 Instrument description.   
The researcher created the interview questions, based first on information from 
the assistant superintendent.  The assistant superintendent was interested in receiving 
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direction and assistance in regards to professional development, as a result of the study.  
The researcher created other questions, which were congruent with the purpose of the 
study, research questions and research sub-questions and also were aligned with key 
concepts in the review of literature.  A copy of the research instrument is attached in 
Appendix A, page 159.  
The researcher followed the advice of Merriam (2009), who reminded researchers 
to avoid yes-or-no questions, leading questions and multiple stem questions.  According 
to Bevan (2014), questions should be broad and understandable to the participant, in 
terms of which they are familiar.  Therefore, questions included such terms as trade off 
days, in-service days and data team meetings, since these are concepts of which the 
participants have experienced.   
 To ensure content validity, the questions were shared with a group of two pilot 
teachers and the district’s assistant superintendent, who were not part of the study.  These 
participants mirrored the proposed structure of the study and represented the two groups 
who were a part of this study, both teachers and administrators.  These teachers and the 
assistant superintendent provided feedback about the clarity of the questions, whether the 
questions were open-ended, and if any biases appeared in the questions.  Feedback from 
the pilot participants was used to make adjustments to the questions.   
 Participation selection.   
The six participants were selected due to their role in the district.  Four of the 
teachers were Curriculum Coordinators for their respective areas of math, communication 
arts, science, and social studies, and have been recognized by the district as having 
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leadership abilities.  The other two participants were practicing elementary administrators 
in the district, at each of the elementary buildings.   
Identification and invitation.   
Over the summer of 2014, the researcher talked to each of the six participants and 
received their verbal consent to be involved in the study.  After obtaining IRB approval in 
January of 2015, the researcher obtained their signatures on a letter of consent.  In that 
letter, the researcher identified the time commitment that will be involved, the purpose of 
the study, the method of data collection, and offered to answer any questions they had 
about participation.   A copy of this is included in Appendix B, page 162.   
 Data collection.   
Data was collected via three separate interviews.  The researcher recorded each 
interview, which was transcribed for the data analysis portion of the study by a typist.  
Prior to each interview, the researcher participated in the epoche process, as suggested by 
Moustakas (1994).  This was where judgments were suspended of what was said during 
the interview, and the researcher was open to new possibilities and new meanings from 
the participants.  Any preconceived notions were set aside, in order to be able to listen to 
the stories and experiences of the participants (Moustakas, 1994).  
 Table 5 summarizes how the research questions were addressed in the interviews.  
Each of the four research questions are listed and aligned with specific interview 
questions from the interview protocol.  This chart demonstrates how each interview 
question contributed to a research question.  Additionally, the chart outlines how the data 
was collected, analyzed and reported.  The data was collected through face-to-face 
interviews with the four Curriculum Coordinators and two elementary administrators.  
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The data was reported via an individual textural description, individual structural 
description, textural-structural description and in an composite description of the 
meanings and essences of the experiences.  
 
 
 
Table 5 
Relationship of Interview Question to Research Question 
Research Question Specific interview questions Data Analysis Methods 
Central Research Question: 
How do elementary teachers 
and elementary administrators 
perceive and describe their 
experiences with professional 
development?   
Interview 1- #3, 4 
 
Interview 2- #1, 2, 5, 6, 9, 10, 12 
 
Interview 3- #5, 6, 7 
Bracketing, 
horizonalization, reduction 
and elimination, clustering 
and thematizing of the 
invariant constituents 
 
Research subquestion #1:  
What meaning does 
professional development 
have to elementary teachers’ 
and elementary 
administrators’ teaching and 
leading practices? 
 
 
Interview 2- #5, 6, 9 
 
Interview 3- #9, 10 
 
Bracketing, 
horizonalization, reduction 
and elimination, clustering 
and thematizing of the 
invariant constituents 
 
Research subquestion #2:  
How would the elementary 
teachers and elementary 
administrators describe 
effective and ineffective 
professional development? 
 
Interview 2- #2, 7, 8, 11 
 
Interview 3- #1, 2, 3, 4, 5, 6, 7, 8 
 
Bracketing, 
horizonalization, reduction 
and elimination, clustering 
and thematizing of the 
invariant constituents 
 
Research subquestion #3:  
What factors or contexts 
influence elementary 
teachers’ and elementary 
administrators’ perceptions of 
professional development? 
 
Interview 2- #3, 4, 12 
 
Interview 3- #1, 2, 3, 4, 5, 6, 7 
 
Bracketing, 
horizonalization, reduction 
and elimination, clustering 
and thematizing of the 
invariant constituents 
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Role of the researcher. 
As a researcher, it needs to be acknowledged that one brings biases and 
experiences with him or her as a study is conducted.  In this study, this researcher brought 
a strong bias of understanding and believing that professional development is a vehicle to 
improve student learning.  This is based on both her personal experience as teacher as 
well as that of administrator and witness of this phenomenon.   
As a new classroom teacher, the researcher leaned heavily on any professional 
development experience as a way to improve and quickly applied any new learning to her 
classroom.  Understanding that one can never stop learning is a bias held by the 
researcher, and has been observed in many of the most effective teachers supervised by 
the researcher.   
During the interviews, however, the researcher refrained from sharing personal 
stories with the participants, and allowed the interviews to progress as the participant 
desired, based on the interview protocol.  The researcher encouraged the participants to 
share their stories through the questions, and listened without interrupting as they gave 
lengthy answers to the questions, in some cases.  In advance, the researcher also ensured 
each question was open ended enough to encourage this process to unfold during the 
interviews. 
Data analysis procedures.   
 According to Bevan (2014), it is important for the researcher to remain open and 
be an active listener during the interview.  Bloomberg and Volpe (2012) stressed the 
importance of researchers describing the common experience, and looking for the 
commonalities between the participants.  This can only be accomplished through 
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spending time with the participants, and asking clarifying questions about their 
experiences. 
 Crucial to phenomenology is the idea of bracketing (Moustakas, 1994).  This is 
where the researcher suspends his or her judgment during the interview, and ensures that 
biases do not enter in.  Researchers seek to understand the experience of the participants, 
to see the experience through the eyes of those who are experiencing it.  The researcher 
has identified the biases in the study and data analysis, and applied the feedback received 
from the pilot study group to revise questions that seem to be leading or biased in any 
way. 
 As part of the data analysis, the researcher followed the steps outlined by 
Moustakas, based on the van Kaam method of analysis of phenomenological data 
(Moustakas, 1994).  First, during the interviews and coding of data, personal experiences 
were epoched, and assumptions about professional development were suspended.   
 After each interview was typed and verified for accuracy by the researcher, the 
researcher used the Nvivo for Mac software package, from QSR International, to analyze 
the data.  First, all transcripts were uploaded to the system.  Then, horizonalization 
occurred as the researcher read and listed every statement from the interview, and 
considered every statement as having equal significance and value.  The researcher 
reduced and eliminated, as two questions were asked about each statement.  One, is this 
statement necessary to understanding the experience?  Two, can it be labeled and 
abstracted?  If both criteria were met, the statement was coded for the next stages.  The 
purpose of the reduction and elimination stage was two-fold:  first, to identify statements, 
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which are vague, unnecessary, or repetitive and second, to find those statements which 
describe the experience, the horizons (Moustakas, 1994).    
Continuing with the steps advocated by Moustakas via the van Kaam method, the 
researcher identified significant statements or quotes, to form categories and themes 
(Moustakas, 1994).  This was where a clustering and thematizing of the invariant 
constituents occurred, and nodes or categories were assigned within the Nvivo system.  
Next, the researcher verified the themes with the participants, to determine if they were 
accurate and specific.  This is one method of triangulation, to ensure the data as accurate 
for this study.  Any items that were not accurate were deleted.   
Maxwell (2013) also suggested completing a member check if one is doing a 
qualitative study.  This is when the researcher asks the participants to respond to the data, 
to avoid any misinterpretations on the part of the researcher.  According to Maxwell 
(2013):  
This is the single most important way of ruling out the possibility of 
misinterpreting the meaning of what participants say and do and the perspective 
they have on what is going on, as well as being an important way of identifying 
your biases and misunderstandings of what you observed. (pp. 126-127) 
After the researcher ensured the data was accurate and specific, an individual 
textural description, an individual structural description, and a textural-structural 
description of the experiences for each of the participants was written (Moustakas, 1994).  
This was to tell the story of professional development, from the perspective of the 
elementary administrators and elementary teachers.  
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Finally, a composite description of the meanings and essences of the experience 
described the experiences for all of the participants and synthesis the data gathered 
through the interviews (Moustakas, 1994).  To ensure confidentiality, all participants 
were identified in the study, in the transcripts, and in the data by a label and a number, 
such as Administrator 1 and Teacher 1.   
Stages of data collection. 
The timeline is summarized below.  The first interviews of the elementary 
teachers and elementary administrators occurred in January, after IRB approval and the 
results of the pilot study.  Then, in February, the second and third interviews occurred.  
Data analysis began in March, and at the end of March, the researcher asked each 
participant to assist with triangulating the data.   
 
 
 
Table 6 
Timeline of Data Collection 
Month Task Participants 
Involved 
Purpose 
 
October 27-
31 
Projected Proposal 
Defense 
The researcher and 
Committee 
(Mawritz, Voss, 
Gould) 
 
Obtain initial approval from 
proposal defense 
 
 
By 
Thanksgiving 
2014 
 
 
IRB Submission 
 
 
 
The researcher and 
Dr. Mawritz 
 
 
Obtain necessary approvals to 
begin research from IRB 
 
 
 
By Christmas, 
December 
2014 
IRB corrections The researcher and 
Dr. Mawritz 
Revise proposal based on 
feedback from IRB 
 
January 9 and 
12, 2015 
 
Conduct Pilot 
Study 
 
Select 2 teachers in 
a neighboring 
 
Ask questions from the 
interview protocol to determine 
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district and assistant 
superintendent 
whether the questionnaires are 
understandable and ask the 
appropriate questions. 
 
Between 
January 16-
January 26, 
2015 
 
Contextualization 
Interview #1 
 
The researcher and 
the 4 Curriculum 
Coordinators and 2 
administrators 
 
Part one of the 
phenomenological study 
 
By January 
31, 2015 
 
Deliver recordings 
to typist to begin 
transcribing 
 
The researcher and 
the typist 
 
To begin transcribing the 
interviews 
 
Between 
January 20-
February 6, 
2015 
 
Apprehending the 
phenomenon 
Interview #2 
 
The researcher and 
the 4 Curriculum 
Coordinators and 2 
administrators 
 
Part two of the 
phenomenological study 
 
By February 
14, 2015 
 
Deliver recordings 
to typist to begin 
transcribing 
 
The researcher and 
the typist 
 
To begin transcribing the 
interviews 
 
Between 
February 6- 
February 23, 
2015 
 
Clarifying the 
phenomenon 
Interview #3 
 
The researcher and 
the 4 Curriculum 
Coordinators and 2 
administrators 
 
Part three of the 
phenomenological study 
 
By February 
28, 2015 
 
Deliver recordings 
to typist to begin 
transcribing 
 
The researcher and 
the typist 
 
To begin transcribing the 
interviews 
 
March 2015 
 
Analyzing of the 
transcripts via 
horizonalization, 
reduction and 
elimination, and 
clustering and 
thematizing of the 
invariant 
constituents; 
Additional 
interviews as 
needed to clarify 
statements and 
responses 
 
The researcher and 
the 4 Curriculum 
Coordinators and 2 
administrators; 
Chairperson and 
committee 
 
To understand the essence of 
the experience, as stated in the 
research proposal 
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By March 31, 
2015 
Triangulation of 
the data by the 
participants 
The researcher and 
the 4 Curriculum 
Coordinators and 2 
administrators 
To ensure themes and codes 
match the intent of the 
participants 
 
By April 15, 
2015 
 
Write chapters 4 
and 5 of the study; 
Write individual 
textural 
descriptions, 
individual 
structural 
descriptions, and 
textural-structural 
descriptions; 
Write composite 
description of the 
meanings and 
essences of the 
experience 
 
The researcher and 
Chairperson and 
committee 
 
To summarize the experience, 
according to the research 
proposal 
 
By May 1 
2015 
 
Submit final study 
for committee 
approval; Finalize 
APA style; 
Finalize Intro 
pages and 
abstract; Finish 
reference section; 
Finish appendices; 
Change first 3 
chapters to past 
tense; Submit and 
draft to chair 
 
The researcher, 
Chairperson and 
Committee 
 
By May 15, 
2015 
Final Defense 
 
May 2015 
 
 
Present data to the school board and superintendent 
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Pilot Study Instrumentation 
Pilot Methods 
The purpose of this pilot study was to test the interview questions for clarity and 
understanding, and to obtain feedback from the participants about the questions.  Further, 
as stated in Maxwell (2013), the pilot study provided additional insight into the 
conceptual framework and underlying assumptions of those who are participating in 
professional development.  Maxwell (2013) emphasized the importance of a pilot of the 
interview to determine if the participants will answer the questions as planned and if the 
interview protocols will elicit the desired information. 
Pilot Research Design 
 The researcher used a phenomenological approach for the pilot study.  This 
design mirrored that of the actual study, but used different participants than that of the 
research site.  The chart below summarizes the pilot study design and timeline. 
 
 
 
Table 7 
 
Pilot Research Design 
Sample Size: 2 elementary teachers and 1 assistant superintendent 
Location: Two districts:  A surrounding district and the district of the study.   
Description: Researcher administered the first part of the interview protocol.  All 
questions for parts 2 and 3 were asked via Survey Monkey.  
Purpose: To determine clarity of the research questions and the length of time 
that may be needed for the interviews 
Timeline: January 2015, after IRB approval 
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Pilot Research Methods 
The sites used for the pilot study were two public school districts, both of which 
are located in Lancaster County.  One district was the site of the study and involved its 
assistant superintendent.  The other district was one that bordered the researcher’s school 
and whose demographics were very similar to the site for the study.  The researcher 
secured permission from the assistant superintendent to use this district and their two 
teachers.  The constituents who participated in the pilot study were not used for the final 
study.   
The method included conducting a face-to-face interview of all of the questions 
from part one of the research instrument and administering an online survey about parts 
two and three of the protocol following the interview.  This was primarily because of the 
nature of a phenomenological study, where the researcher planned to ask additional 
questions during parts two and three of the interview to clarify the phenomenon 
following the initial probing.   
Participants agreed to be part of the pilot study, and like the actual study, were 
assured of the confidentiality of their answers during the interviews.  Each of the 
interviews were recorded and transcribed. 
For parts two and three of the interview protocol, the researcher created a 
questionnaire, on Survey Monkey. First, the question stem was posed.  Then the 
respondent indicated whether they believed the question was clear and understandable by 
answering yes or no.  Following this, the participant indicated whether they believed they 
could answer this question if it was asked of them.  At the conclusion, the form asked the 
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participants to comment on anything related to this process and on questions that should 
be added or deleted.   
Following the results of the pilot study, the researcher made adjustments to the 
sequence and grouping of the questions.  In addition, there were three questions, which 
some of the pilot study participants felt were unclear or could not be answered.  These 
three questions, as well as several others, were reframed for the study, to increase the 
clarity and ease of understanding the question stem.   
Ethical Considerations 
 Within this study, any ethical considerations pertain to the adult participants.  No 
children were utilized in this study.  According to the Belmont Report (1979), several 
elements should be considered in working with human subjects.  They are:  respect for 
persons, beneficence, and justice.   
 In regards to respect for persons, within this study, the participants had the 
autonomy to participate.  At the forefront, participants knew the purpose of the study, 
procedures, risks, benefits, alternative procedures, and the limits of confidentiality 
through a signed consent form.   
 In regards to beneficence, there was no harm in participating in the study.  All 
results were kept confidential and not attributed to a specific individual.  The researcher 
used the label “teacher” and “administrator” along with a number, for example Teacher 1 
or Administrator 1, when reporting the information.  Curriculum Coordinators should 
have had no concerns about participating in the study, since their responses were, in no 
way, connected to their evaluation at the end of the year or affected their salary. 
	  	  
74 
 Within the study, participants had the option to withdraw from the questioning, 
with no ill effects.  No coercion was utilized.  A copy of the consent form is included in 
Appendix B, page 162.   
 In addition, the researcher has obtained the CITI certification as of October 2013, 
valid until 2016.  IRB permission was secured before beginning any of the research 
included in this study.   
 Due to the nature of the study, it needs to be acknowledged that bracketing one’s 
own experiences is nearly impossible (Bloomberg & Volpe, 2012).  The researcher has 
presented professional development sessions and has been a participant of professional 
development.  These biases entered into the analysis of the data, but may be of benefit as 
recommendations and conclusions are drawn from the data.   
 The researcher believed that participants were forthright and honest in their 
answers, once they were presented with the purpose of the study and data collection 
measures designed to ensure their anonymity.  To further minimize any concerns, the 
researcher met individually with each participant before beginning the study, at a separate 
time.  After all of their questions were answered, times for the next three interviews were 
established.  No recording of the interviews began before all of the participants’ questions 
were answered.  
Summary 
 The purpose of this study was to understand and explore the meaning of effective 
professional development from a representative sample of elementary teachers and 
elementary administrators located in three elementary schools in central Pennsylvania.  
Using a phenomenological approach, the researcher used an interview protocol with three 
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components aimed at contextualizing the experience, apprehending the phenomenon and 
clarifying the phenomenon.  The unifying experience for this study is professional 
development and exploring the essence of that experience from the perspective of four 
elementary teachers and two administrators.  The participants for this study have both led 
professional development sessions within the district and attended these sessions, thus 
having both perspectives of this experience.  Within this chapter, the research design, site 
and population, research methods, and ethical considerations have been identified.     
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Chapter 4:  Findings, Results and Interpretations 
 Professional development is an experience common to all educators who work in 
public schools in the state of Pennsylvania, though its effectiveness and transfer of 
learning to the classroom may vary based on a plethora of factors and contexts.  The 
purpose of this phenomenological study was to understand how elementary teachers and 
elementary administrators perceive and describe their experiences with professional 
development, within one district in Pennsylvania.  Further, the study was designed to 
identify the meaning that elementary teachers and elementary administrators ascribe to 
professional development, and factors and contexts that influence perceptions of 
professional development.  The results of this study may be helpful to districts as they 
plan professional development activities throughout the year, to ensure that any time 
spent teaching the professional staff is used most effectively and student learning can be 
improved.  Districts may also find this study beneficial to improving the teaching and 
learning cycle within their organizations, as they design professional development that 
addresses needs within the district. 
 The methods of data collection were individual interviews with the researcher.  
Six participants were interviewed three different times over the course of five weeks, for 
fifteen to forty-five minutes each time.  A chart outlining the interview timeline is 
attached in Appendix E, page 166.   
The researcher completed the horizonalization process, by verifying the accuracy 
of the transcriptions and reading every statement.  Using the Nvivo software, each of the 
transcribed interviews were clustered and coded, according to nodes or categories within 
the software program.  After all of the interviews were coded, these nodes were collapsed 
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to fall under one of the four research questions.  The researcher shared the themes with 
the participants to determine if they were accurate and specific, in an effort to triangulate 
the data.  Each of the themes was exported to Word and Excel documents for further 
analysis.  This data will be presented later in this chapter.     
Findings 
 Narratives of the participants.  During this study, protecting the identity of the 
participants and the confidentiality of their answers was paramount, therefore general 
descriptions are included regarding the group of elementary teachers and elementary 
administrators involved in this project.  This description of the participants is important, 
however, to validate their credibility as leaders in the district, and to establish a 
foundation to summarize their journeys through various professional development 
experiences.   
 Elementary teachers.  There were four elementary teachers involved in this 
study.  As per the district’s structure, each of the four teachers is responsible for a 
curricular area, which includes math, communication arts, science and social studies.  
The teachers’ role within the district is to lead their specific content area, with the 
assistance of an administrator, and to manage a committee of teachers from each of the 
three elementary schools.  Three of the participants are also full-time teachers, whose 
primary responsibility is to teach a classroom of children, however they receive 
additional pay through a supplemental contract for leading their curriculum areas. 
 Regarding the four teachers in the study, their years of teaching experience range 
from ten years to 25 years, and all have taught more than one grade or type of class.  
Together, they hold a variety of certifications including Early Childhood, Middle School 
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and Secondary Level Social Studies, Reading Specialist, Administration and Special 
Education.  Each participant has spent additional time earning degrees and certifications 
beyond their Bachelor’s Degree. 
 Their journeys to becoming curriculum leaders in the district have taken two 
different paths.  The first path is that they were asked to be responsible for a curriculum 
area by someone in the district because it was an interest area for them.  This is the case 
with one of the teachers, who has been leading an area for over 20 years.  The second 
common path is based on professional development and further education.  As one 
teacher described,  
Basically, it started with pursing a little summer professional development, where 
I’ve always been interested in the particular field of history, so having the 
opportunity to attend some teacher programs during the summer, helped to 
develop and cultivate my interest in history to be able to teach it, and more 
effectively. And, so as that continued, and I continued down that path, it was a 
natural progression as I gathered more ideas and resources, I became more vocal 
in the process of where our district stood, particularly with Social Studies and 
history, and so I think it was a natural choice when it, the position became 
available, that I was offered that spot. 
 
All of the teachers have led professional development during their tenures as 
curriculum leaders, ranging from an afternoon session to two-day workshops both within 
and outside of the district.   
 Elementary administrators.  The two administrators in their study started their 
careers in teaching.  Both have taught outside the district and within the district.   
Both administrators started their administrative careers at the same, small school 
in the district, of about 110 students, and within a few years, were promoted to one of the 
larger schools in the district, where they have been administrators for, at least, the last 
seven years.  As teachers, the two administrators were noticed for their desire to grow 
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professionally and demonstrated leadership skills early in their careers.  As one 
administrator described the journey to becoming a leader, “…some of those steps 
encompassed wanting to do things, wanting to learn more, wanting to grow more.  I felt 
like a sponge, I wanted to suck it all in, learned as much as I could about different 
things.”   
As required by the state, both administrators have their Principal Certifications 
and various teaching certificates.  However, as evidence of their desires to learn more, 
both administrators have their Letters of Eligibility, which would enable them to become 
superintendents if they were so inclined to do so.   
District description.  In describing what it is like to be an educator in the district, 
all participants believed this district is unique, that they are surrounded by great people, 
and that they are thankful to be in this particular district.  Administrator 1 described the 
district compared to other districts,  
I feel blessed, I think that we have a lot of great things going on for us here at 
[name of school], or here at, in the [name of school district], so, I, I hear stories, 
because I don’t live in the district, I hear stories from many other districts, and 
many other people working at other districts, that are constantly frustrated with, 
with how they’re treated and things like that. And I do believe that we’re unique 
here, where, well, for the most part, I think the culture’s a positive one. I feel like 
that starts at the top, I feel like, you know, from the Central Office down to the 
administrators and to the teachers, I do believe we have a very caring atmosphere, 
which creates happier, happier subordinates. So, I think that makes the culture and 
the climate a good one to work in. And so, I, I would say as far as the, working as 
an educator in this district, I, I would say, is a positive one. 
 
Administrator 2 shared in regards to working in the district, “It’s a wonderful 
thing. You get to work with a lot of people who have great ideas and who want to do 
great things for kids.”  Teacher 1 in the study echoed similar sediments, and felt 
“supported, wherever I’ve been, wherever I’ve gone, all three buildings.” 
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The uniqueness of the district was cited also by Teacher 2, who noticed,  
I think we’re really fortunate, because, and I think I have this awareness, because 
I do spend a lot of time with teachers from across the country throughout a 
summer, so, of course teachers talk about “What, what are things like in your 
school district?” I feel that we are supported, and I feel as though we work 
together far more than districts, other districts around the country. 
 
Trust was a central theme that was echoed as a positive trait of the district.  
Teacher 1 stated,  
I think also, [I] feel trusted. It’s not where you feel like somebody’s looking over 
your shoulder all the time, but they trust you, and you know, check in. And you 
know, if you’re not doing your job well, I have no doubt that they’d be there, you 
know, to support you, but, I feel trusted overall, too. 
 
Participants commented that people in the district seem to work well together, and 
staff has awareness that they have one primary mission, and that is to teach children.  
Teacher 3 noted that as a teacher in this district, the opinions of the teachers are really 
valued.  Teachers feel respected, and administration tries to “fit my skill set with the 
position and allowed me to have opportunities to grow.”   
There is a belief that the district cares about its people, not just as individual 
teachers, but as people.  Teacher 4 elaborated on the support of leaders in the district,   
I think we’re really fortunate in this district in that our administrators support 
teachers and our ideas. The school board is very supportive as well. In talking to 
people from other districts, I find that they do, the adults that [sic], the supervisors 
and school board things do things unilaterally, like, here it is, do it. And in [name 
of district], we’re asked, teachers are always asked, usually curriculum leaders, 
maybe people in that area of expertise, and it’s rolled out to the teachers, or if 
they’re asked their opinions first. Like whenever we get new curriculums, we’re 
shown all two or three of the final choices and asked to get feedback, and I think 
that’s really important in, you know, gaining the respect of everyone. 
 
In talking about the elementary schools, however, Teacher 3 commented that each 
school has a very specific personality, which may be different than that of the secondary 
schools.  This is primarily because elementary teachers are responsible for teaching all of 
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the core subjects, and they have a vested interest in learning about all subjects. 
Overall, participants felt favorable about working in the district, and in talking 
with others whom they know who work in other districts, have come to believe that this 
district is unique.  They accept as true that the district values its teachers and 
administrators, and that a spirit of professional growth exists in the district.   
 Research questions.  
 After coding the data with the Nvivo system, the data was grouped into each of 
the nodes or themes and matched to one of the four research questions.  The table in 
Appendix F, page 167, illustrates the themes, the number of interviews in which the 
theme appears, and the number of references to that particular theme.   
Central research question:  How do elementary teachers and elementary 
administrators perceive and describe their experiences with professional development? 
The participants in this study shared many similar experiences in regards to 
professional development.  Most seemed to occur within the school day, either before or 
after school has ended for the students.  The elementary teachers and elementary 
administrators’ perceptions of professional development are generally positive if the 
learning is transferable to their classrooms and relevant.  They understand that 
professional development is a requirement of being an educator in Pennsylvania, but they 
have hopes that each opportunity will be a chance to grow as a professional and better 
help them improve student learning.   
The following chart outlines the themes necessary to answer this research 
question.  The chart illustrates the number of references in the interviews, related to this 
central research question.  
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Figure 5:  Summary of References Related to the Central Research Question 
 
 
 
Description of professional development.  Elementary teachers and elementary 
administrators in the study classified professional development primarily as the time 
when students are released early from the school day and teachers remain at school to 
continue learning.  Within this district, these times are commonly referred to as “1:30 
dismissals,” because it is a time when the students leave at 1:30 and the professional 
development experience begins at 2:00 p.m.  This leaves about 90 minutes of 
professional development time.   
Other such times described by the participants are when the students are 
dismissed at 11:30, and the professional development session begins at 1:00.  This 
71	  
9	   19	  
0	  10	  
20	  30	  
40	  50	  
60	  70	  
80	  
	  	  Description	  of	  PD	   	  	  Perceptions	  of	  PD	   	  	  Planning	  for	  PD	  
Central	  Research	  Question	  
References	  
	  	  
83 
experience, which occurs a few times during the year, allows about two-and-a-half hours 
of learning for the teachers. 
One recent professional development session described by Teacher 1 was when 
there were four 20-minute sessions, and the teachers, grouped according to letters of the 
alphabet and in mixed grade levels, rotated around to each center or station.  Once they 
arrived, a presenter shared the information, provided background on the idea, and gave 
some practical examples.  Before it ended, the teachers had time where they could try to 
apply some of the learned knowledge and think about its relevance to their classrooms.  
During the work time, it was believed that “the majority of people were being productive 
in some way.”  Including this experience, Teacher 1 described overall professional 
development experiences in the district as positive. 
In addition to these early dismissals times, the district also allows teachers to take 
workshops over the summer, termed the Summer Academy.  For teachers in this district 
who take two Summer Academy days, they are permitted to have off on two pre-
determined days on the school calendar.   Teacher 1 commented that in talking with 
others who teach in districts across the state, the Summer Academy is a unique learning 
opportunity for our teachers and are appreciated by staff.  Within the structure of the 
Summer Academy, individuals are able to select different topics that are of interest to 
them, and if they take more than two days, can receive additional pay for attending.  But 
as cited by Administrator 2, with the implementation of new curriculum in several major 
content areas and a requirement to train staff on mandated topics, the individuality of 
being able to choose sessions that interested teachers has been lost.   
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The Summer Academy is often how new textbooks are introduced to the district’s 
teaching staff.  Generally the first day of training is a workshop sponsored by the 
company or a consultant, designed to introduce the layout of the textbook, explain the 
resources, and outline how a teacher might want to use the book.  The second day then is 
a time when teachers can collaborate together with other grade level peers and plan 
lessons for the first month, design assessments, or create materials which will be shared 
among all teachers.  This format, according to the participants, has been a successful 
model.  Administrator 1 commented that this structure was in place for the new science 
and math series, which were introduced over the last 5 years and was a good model.   
One such time that was recently described and experienced by the participants 
involved the multiple-day training on writing Student Learning Objectives (SLO), a new 
piece required by the state for all teachers.  As described by Administrator 2, first, the 
training was given to the administrators.  Weeks later, they helped share the information 
with the staff.  Once the teachers were back for a second session, administrators helped 
the teachers with the writing of their SLOs, and gave them feedback as they worked.  
Administrator 2 further described the experience, 
as groups were coming through and wanting to see, are they on the right track, are 
they not, we got to look, read through, and we started reading through their SLOs 
as a team so that we were a united front answering questions, and then it got, it 
kind of got backed up with groups, so then we started breaking out into smaller 
groups. But, we were able to give them feedback on their SLOs that way, and then 
they had another In-Service where they got to finalize their SLOs, we went 
through them, we hung on to them for the summer, and then came back together 
at the beginning of the year to look at them again, on a short day. And now 
they’re getting time with In-Service, it’s the mid-way point, to see how they’re 
doing, if they want to make any changes, and keep plugging away. 
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Another professional development opportunity that was described occurs during 
faculty meetings.  At the elementary school of Administrator 1, the staff discusses articles 
in groups for the first 15 to 20 minutes of the meeting, which are selected by the 
administrator according to the needs of the staff at the time.  Teachers read over the 
content of the article, discuss it collectively prior to the meeting, and then share a 
summary with everyone else at the faculty meeting.  The purpose of this experience is to 
facilitate conversation with the rest of the group.  After the meeting, additional copies of 
the articles are placed in the faculty room for others to have.  Administrator 1 stated, 
“what that’s done is it’s created an ability for us to really have collegial conversations 
about topics that are important and meaningful for that particular time.”  It was further 
related that in the recent past, the staff was struggling with an issue, and the article 
selected for that month was about that issue.  In this case, the article came at the right 
time and created good conversations among the staff.  Administrator 1 cited this as an 
example of effective professional development, because it was “meaningful at the time, 
for the people within the professional development.” 
Faculty meetings were commonly cited as times when the administrators institute 
a piece of professional development.  In many cases, this may involve a book study, as 
explained by Teacher 2.  Some years, the same book is discussed among the faculty.  In 
other years, staff has chosen a book that was relevant and meaningful to them and 
discussed it in small groups. 
When asked, no teachers in the study have observed in other classrooms, as a 
method of professional development.  However, Teacher 2 indicated that at one point, a 
co-teaching model existed in the school, and two teachers would work together in the 
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same classroom.  Teacher 3 similarly explained that as a mentor teacher for a new hire, 
this teacher always encouraged the new hire to observe in other teachers’ classrooms.  As 
described by Teacher 3, it “always seemed to be an incredibly powerful time for 
teachers.” 
In each elementary building, the administrators hold data team meetings each 
month, where student progress is discussed and action plans are created to accelerate 
student growth.  These data team meetings or Response to Intervention and Instruction 
(RtII) meetings are facilitated by an administrator, counselor or reading specialist, and 
attended by grade level teachers.  They look slightly different in each of the buildings, 
but in the building where Administrator 2 is the principal, prior to data meetings, an 
email is sent to staff which asks what they need and what are they interested in learning, 
and ideas are shared about possible discussion topics.  This format has resulted in 
teachers wanting to talk about Common Core, ways to apply the standards, and an 
analysis of classroom reading scores.  At some of the meetings, student work is 
discussed, depending on the topic. 
A common professional development activity cited by Administrator 1, Teacher 1 
and Teacher 4 were the scoring of writing prompts, one of the in-service times from 
several years ago.  This activity involved teachers in the same grade level reading papers 
that were written by students from another class.  The classroom teacher scored them 
initially and then, a grade level peer scored them a second time, during the allotted in-
service time.  This experience allowed the teachers to see how others would score the 
same writing piece, and provided an understanding of the key elements of an effective 
piece of writing.  As was shared by Teacher 1, this was helpful for new teachers, in 
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particular, because  “I think back to when I first started, you’d read a paper, and it’s like, 
okay, what key things makes this a 4 versus a 3, and it’s just helpful to have that time to 
share.”  Teacher 4 revealed that this professional development activity stopped because 
“it wasn’t as effective as it was at first,” since teachers have a better understanding of the 
scoring rubric. 
One interesting note in this section was the description of professional 
development by Administrator 1, who revealed that every day is a professional 
development opportunity.  Administrator 1 stated,  
I’m in professional development almost on a daily basis, I think. So let me go 
back to, to really, the definition of professional development. In my mind, it’s not, 
if we look at a pie, professional development is, is not just the 1:30 dismissals, 
that we have once a month. It’s got to be something on a, on a daily basis. I know 
it’s, we talk about PLC’s and we talk about teaming and that kind of stuff, that’s 
where it starts. I think it has to start at the grassroots; it has to start at, at our 
school and in the grade level. So, I would say as a participant, that’s happened on 
a daily basis, whether it’s through grade level data team meetings, whether it’s 
through, at times meeting with grade levels during their common planning 
because, you know, I would say, for, for districts that don’t have common 
planning, you want to talk about strong professional development, you talk about 
getting teachers together to be talking about topics that are important. And, and 
that’s where it all starts. It has to start with common planning where teachers can 
talk to one another. And so, I think I’m participating in those on a daily, weekly 
basis, obviously monthly basis, with data team meetings and grade level team 
meetings that we do. And then on top it, is [sic], are the district level led 1:30 
dismissals that, that we participate in as administrators, that are, I guess, less 
pragmatic and more big-picture stuff that, that we’re working on as a, as a 
district….I think it would be myopic to say our professional development is 1:30 
dismissals, because if that was our only professional development, we’d be in 
trouble.  Because I think that there’s, I, it [sic], we can’t expect, once a month to 
be able to hit…some of the needs that need to be addressed, almost on a daily 
basis. 
 
For the administrators in the study, an additional administrative professional 
development opportunity is the weekly administrative meetings, monthly elementary 
principals meetings, and two-day summer retreat with the administrators.  The benefit of 
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these opportunities, according to Administrator 2, is the time to discuss “some things 
with one another and, and you know, our approach and where we’re going, and we can 
share ideas and, and things like that.”   
Administrator 2 also described attending a national conference, which was 
identified as an effective professional development opportunity.  What made it effective 
for this administrator was solely the ability to choose the sessions that were of interest to 
the administrator.  However, as shared by Administrator 2, “we’re not necessarily 
encouraged to talk it up amongst the staff that we are out and about on these paid 
expenses, though we are encouraged to share good ideas.”  Administrators reported being 
cautious in knowing how much to share with staff.  Administrator 2 explained,  
They knew I was gone and if they knew I was gone and gone for work purposes, 
then I’m going to come back and share it all because I want them to know that I 
learned a lot and I’m going to use what I learned.   
 
Teacher 2 explained a unique professional development experience.  This 
individual was selected to spend a week touring Mount Vernon and learning about 
George Washington prior to becoming President and about the times in which he lived.  
This intense professional development experience involved visiting his farm and talking 
specifically about the horticulture and what was rare or unique about what Washington 
did as an innovator of the agriculture industry, as well as listening to lectures in a 
classroom setting.  What has happened because of this experience, however, has led to 
this teacher to becoming a part of a group of teachers through the Ford’s Theater and the 
Oratory Fellowship. The teacher explained,   
We meet online, you know, like a, almost like a Skype video conference once a 
month and we always do a work analysis, where one teacher provides student 
work, student videos, and we all, there’s a protocol that we follow of: what we 
see, what we think, what we know, and then the teacher shares, like, what their 
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goals, objectives, that kind of thing were with that particular lesson.  But, I love 
doing that monthly, like throughout my whole school year, because it’s that 
reflection piece, it’s that, and, and working with other teachers and saying “Have 
you thought about trying this?” or “I do this really cool, you know, whatever, with 
index cards on their foreheads.”  Or, “Oh, and I never thought of that.”  So, 
there’s this idea exchange that comes with work analysis, which I think is really 
helpful…my ongoing relationship with them allows me to work with a network of 
about 15 other teachers from across the nation.  We formally meet Monday, or, 
I’m sorry, Tuesday evenings, one month, one day a month.  We share ideas, we 
exchange, we do student work sample sharing, and we meet in person two times a 
year.  We meet in May, and we meet in September.  We meet in September to 
kind of plan out our year, and we meet in May to, it’s our retreat and reflection 
and to take students, so, and to share.  So, it’s, it’s this ongoing relationship, 
where I’ve developed relationships with my friends and my colleagues all around 
the country, of many who teach the very same things I do, so we share ideas, we 
share discussion techniques, we, you know “I’ve got a student that I’m really 
having a difficult time with this.”  It’s surrounding oratory, which is public 
speaking, but so much of what we do is close reading of historic speeches, which 
is higher-level thinking.  We look at the historic context, and then they eventually 
write their own speeches, which is that writing and application.  So, it’s this really 
cool program that allows me to bring all these things and performance arts into 
my classroom, which I normally wouldn’t get to do.   
 
The participant went on to further explain that after the session was completed, 
there is always an accountability piece.  Most times, it involved a lesson plan or a video 
demonstrating the content pieces incorporated within the classroom. To this individual, 
“that makes the most amount of sense because as a practicing teacher…writing a paper 
about a particular thing that I attended doesn’t really help me in the classroom.”  Further, 
because the Ford’s Theater involves a stipend, participants do not receive their stipends 
until all of the accountability pieces are completed.   
With many of the other professional development experiences described by the 
participants, no accountability is required after the session, with the exception of a survey 
at the end.  Administrators cited having to take Principal Inspired Leadership or PILS 
credits, required by the Department of Education, though neither administrator has 
completed the required hours as of yet.  In addition, both administrators mentioned about 
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looking for specific items during their walkthroughs in the teachers’ classrooms, which 
may have been presented earlier in a professional development session.   
The teachers in the study, however, questioned what happens after the survey is 
completed. Teacher 1 admitted that “sometimes they expect you to come away with 
something to take to your class, but I can’t say that’s been checked on very often.”  
Administrator 1 further elaborated on this thought and stated, “often times, we survey 
them at the, at the In-Service, and we ask them what they need, then we don’t give it to 
them.” 
With some of the summer days, participants mentioned that a product may be 
required, such as a rewritten piece of curriculum, but generally, that is the only piece of 
accountability that has been required.  Teacher 2 also explained likewise, believing that 
no one is following up to check if the content was applied in the classroom. 
As a presenter, Teacher 3 does not require much accountability after a 
professional development session either.  In some of the sessions presented by this 
teacher, a quick wrap up or summary of something the teachers learned serves as a way 
to bring the day to an end.   
 Perceptions of professional development.  There were mixed reactions by the 
participants when they know a professional development session is scheduled for the 
week.  For Administrator 1, if the teachers are not looking forward to the session, the 
administrator often has felt the same way.  The administrators in the group have learned 
to read the faces of the participants, to know if they are enjoying the presentation, and 
often react similarly.   
When asked about perceptions of teachers regarding data team meetings, one of 
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the forms of professional development, Administrator 2 commented that teachers are very 
conscientious of time out of the classroom, and teachers are faced with a conundrum.  
They know that these meetings are important and beneficial, but feel pressured when they 
are away from their students.  Teachers enjoy having collaborative time and when they 
have choice, but many times, as cited by Administrator 2, the professional development is 
“routine and dull, and that’s sad, because it could be so much more.”   
 Teacher 1 described the professional development in the district as “pretty 
adequate.”  No major changes were cited, but rather “tweaks” to how it is currently 
designed.  Teacher 2 also stated likewise in that “I’ve had sessions….that I’ve really 
enjoyed, and I’ve also had ones where I’ve sat and thought they told me everything I’ve 
already known.” 
 When asked to describe the overall experience with professional development, 
Teacher 2 spoke of the continuum of sessions that have been part of this individual’s 
experiences.   
As a participant, I’ve, I’ve sat in on just about everything from a lecture, where 
I’m just sitting and, and listening, to the, whoever the presenter is, modeling by 
way of demonstrating and treating me as though I was a student, like in whatever 
grade level, that I would be trying to reach. I’ve had a blend, or a hybrid of that. I 
have, I have sat through some mind-numbing, boring, you know that, that you’re 
staring at the clock and thinking when can I get out? And then I’ve been to some 
that I can’t believe it’s lunch time or I can’t believe the day is over that quickly. 
So I, I, there’s, there’s as many different types of presentations as there are 
presenters… I’ve been to presentations that I thought I would love only to find out, 
you know, that I, it was boring or I didn’t care for it, or whatever. And the other 
way around where I thought this is going to be the worst afternoon of my life, and 
it turns out to be helpful and beneficial. 
 
Teacher 3, however, believed the experiences in the district were “better than my 
paid for educational opportunities.”  This is primarily because of the knowledge that is 
shared, and content of the sessions offered by the district. 
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Planning for professional development. Within the district, planning for 
professional development happens early in the school year, occurring as early as the 
summer.  As was shared by Administrator 1, an outline of topics to be addressed at the 
elementary in-service days is created at the summer elementary principals’ retreat, 
however, it is modified as the year progresses, because of new mandates from the state of 
key topics that need to be addressed with staff.   
Planning the professional development at the building-level is primarily the 
responsibility of the principal in the building.  Each building has data team meetings, but 
according to the administrators, they look different.  In the building where Administrator 
2 leads, beginning and end of year meeting dates are established early the year and then 
the teachers and Reading Specialists determine when they would like to meet again 
during the year, based on their needs.  Prior to each meeting, Administrator 2 shared, 
We email them out to find out what do you need, what are you interested in, you 
know, and give them a bunch of ideas of things we could talk about. But they 
always know that we can always add things. So, for instance, our last group, one 
group picked some of their LDC topics, another wanted to talk about more 
Common Core and how to get, look at the standards a little greater, another 
wanted to look at their DIBELS scores and how they could plan for instruction. 
So all of that is geared around what they felt they needed at that particular time. 
 
From the teachers’ perspectives in the study, planning for professional 
development is guided by the Assistant Superintendent, in conjunction with the group 
known as Curriculum Council, who are a group of content leaders in the district.  Ideas 
are also shared with the elementary administrators, though as stated by Teacher 1, it is 
understood that mandates come from the state that may drive a professional development 
session.  Teacher 3 echoed similar thoughts, believing that the Assistant Superintendent 
gathers input from a number of sources, including the other administrators, so planning 
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for professional development is a “team effort,” with “lots of discussion” occurring. 
Summary.  Elementary teachers and elementary administrators articulated having 
many experiences with professional development.  Within the district, these sessions 
have been structured in different ways, were offered at various times of the year, and 
have been led by teachers or administrators who may or may not work in the district.  
Overall, professional development was mentioned as a positive experience, if the learning 
was transferable to their classrooms and was relevant to what they needed at the time.  
Participants believed the overall responsibility for planning professional development in 
this district is guided by one person, though the elementary principals assist with its 
implementation district-wide and at individual buildings.  All verbalized that the process 
of planning is collaborative, and the district appears to solicit input from many people, 
including other teachers, Reading Specialists, and Curriculum Council.   
Research question one:  What meaning does professional development have to 
elementary teachers’ and elementary administrators’ teaching and leading practices? 
Elementary teachers and administrators in this study believed that professional 
development affects their teaching and leading practices in four different ways.  First, 
professional development impacts them as professionals and learners.  Participants 
believed professional development offers an opportunity to glean further ideas on how to 
teach students and as a result, to stay abreast of new teaching and learning practices.   
Second, professional development gives meaning to teachers and administrators 
as educators and instructors of children.  Both groups believed that professional 
development impacts the teaching and learning cycle, and therefore affects student 
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learning.  In addition, professional development is a vehicle to disseminate key 
information to the staff. 
Third, professional development has a purpose.  For the participants in the study, 
the primary purpose of professional development is to help teachers and to assist in 
expanding their repertoire of strategies and techniques. 
Finally, professional development has a student learning impact.  When the 
sessions are focused on student achievement and on specific student needs, the end result 
is an increase in student learning. 
The following chart outlines the themes necessary to answer this research 
question.  The chart illustrates the number of references in the interviews, related to this 
second research question.   
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Figure 6:  Summary of References Related to Research Question #1 
 
 
 
Impact as a professional and learner.  Participants in the study believed that 
professional development helps them to be better teachers and leaders in the field of 
education.  For the administrators in the study, professional development has provided 
ideas to better lead their staffs.  As cited by Administrator 1, when attending trainings 
outside of the district, the hope is “we’re able to bring things back so we can better 
ourselves and better the people that we work with.”  Ideas gleaned from these sessions 
can assist with designing other internal professional development experiences, such as 
data team meetings or district sponsored trainings.  Administrator 1 explained, “I would 
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say that’s probably the strongest where, where we’re at now, is that we are able to look 
at, at student information and give pragmatic ideas on how to meet those needs.”   
For the other administrator in the study, professional development within the 
building has the impact of guiding the focus of walkthroughs and opening a window for 
the administrator to know where the teachers may be struggling professionally.  During 
this building’s data team meetings, for example, Administrator 2 communicated the joy 
that can be found in watching the learning occur and seeing “the light bulb go off in their 
heads when something that the Reading Specialist said makes a connection.”  Following 
the meeting, it has been evident that the teachers implemented the learning the next day 
or into the next unit, because of the meeting.   
This administrator has also observed teachers’ outlooks and perspectives change 
because of professional development, as “they start connecting everything they do to 
everything else.”  This has a ripple effect in that others too become excited.  
Administrator 2 shared, “It’s like a wave that keeps growing and growing and 
growing….Those positive influences can impact others.”  Professional development is 
enjoyable and perceived as a “fabulous” learning experience within this building. 
For Teacher 2 in the study, professional development’s impact has been great.  
When the participant attended a professional development program with a week-long 
residency component, an interest in history was cultivated and developed, which then 
helped this participant be a more effective teacher.  Teacher 2 related more about the 
impact of professional development.  
I took what I taught about, like curriculum-wise, like doing heroes and things like 
that, and applied it to what I learned. In addition, teaching about the Constitution, 
it allowed me to teach 5th graders about the Constitution in a totally different 
way, than, you know “They assembled in the summer of 1787 and they fought, 
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and…” I, the, You can open up any children’s book and find out about, a little bit 
more, again, humanity, of what it was like to sit in this hot room with the 
windows shut and sweating and arguing, and with the goal of how to make a 
better United States. It, it definitely, that knowledge changed the way I taught that 
material. 
 
Teacher 2 further expressed that good professional development can keep an 
individual current in his or her practice, and avoid getting into a state of monotony, by 
providing additional strategies to add to one’s teaching repertoire.  Teacher 2 asserted, “I 
think one of the most, the biggest errors that we fall in to as teachers is doing things the 
way we’ve always done them, and to teach the same year 20 times.”   
For teachers who have worked together to improve their practice, the impact of 
professional development has been long lasting and meaningful.  As was shared by 
Teacher 3, who has watched a Reading Specialist team together with a classroom teacher, 
instruction has changed for the better.  It has been observed that after the collaboration, 
the teacher no longer wanted to work individually anymore, but with another person.  
This is primarily because  
They’ve seen, [sic] seen the power in having him model things that he can follow 
up on daily in the classroom. And that’s exciting to watch, to see them really, like 
kind of latch on, and say “Hey this is good, I want to keep going.” 
 
Teacher 4 also echoed similar thoughts and cited that professional developments 
gives ideas of how to teach, strategies to work with and motivate kids, and ways to help 
the students who need advanced or remediated within the classroom.  The impact of 
professional development for Teachers 2, 3 and 4 is that it ensures the content, teaching 
strategies, and approaches are the most effective they can be, year after year for the 
students.   
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Give meaning.  For the participants in the study, there are two meanings to 
professional development.  The first is to impact the teaching and learning cycle, so 
students can learn more effectively.  The second is to disseminate information to the staff.    
Teacher 1 recounted that effective professional development answers the 
question, “are we getting the kids better, based on the in-service?”  Sometimes, the topic 
is a way to improve student engagement.  Other times, it is to introduce a new piece of 
technology.  Sharing ideas with other teachers at the professional development sessions 
helps the teachers grow, as they learn new and interesting ideas, therefore overall, the 
meaning of professional development is on learning ways to improve student learning.   
Secondly, all of the participants mentioned that sometimes, the purpose of 
professional development is to relate key information to the staff.  Examples cited were 
topics such as child abuse or social media, which may not directly impact the teaching 
and learning cycle.  Nonetheless, educators need to hear the information, in order to 
continue in the profession.  As described by Administrator 1, these types of sessions may 
not be “life-changing experiences,” but they are necessary because they are state 
mandates.   
Purpose of professional development.  Each of the participants discussed their 
perceptions of the purpose of professional development.  For Administrator 1, the 
purpose is primarily to help teachers.  Professional development encourages teachers to 
“really think about their practice,” and provides ideas on how to better meet the needs of 
their students.  As an example, Administrator 1 recounted hearing that teachers within the 
district were dealing with difficult parents.  Because this was an area where teachers 
needed help, a workshop was offered, which was timely and relevant to them at the time.   
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Likewise for Administrator 2, the purpose of professional development is to 
provide teachers with opportunities to learn and receive information and inspire others.  
Because teaching can be a difficult profession, teachers need strategies and ideas to help 
with the variety of unique student situations they encounter.  This participant has 
witnessed how professional development can change an educator, both personally and for 
those in the building.  Administrator 2 stated,  “I’ve seen what happens when you get 
someone that’s truly inspired.  It’s amazing.  I just wish everybody had that opportunity.”  
The goal for this administrator is to help everyone find their “niche “ and guide them into 
their area of expertise and passion, through professional development.   
Teachers in the study believed professional development provided both content 
and strategies for teaching.  The best professional development, according to Teacher 2, 
are ones where it has a clear purpose and impacts how the teacher interacts with students 
or colleagues.   
According to Teacher 3, professional development broadens a teacher’s 
knowledge base and adds one more strategy to the “tool bag, that I feel like I can go back 
to when I just don’t know else I can do.”  Especially when it comes to having special 
education students in a classroom, the teacher verbalized feeling unprepared.  But with 
professional development, the teacher was given a reference bank of ideas and additional 
tools to try when one is at a loss for what to do next.   
Additionally, for this participant, sometimes the purpose of professional 
development is to confirm that as a teacher, the right strategies are in place, and the 
participant is “on the right track.”  For this leader, the mantra “how is what I am teaching 
you today going to help you be a better learner tomorrow?” is essential. 
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Teacher 4 articulated that what is desired most out of an in-service is something 
that can be used in the classroom to enhance the teaching of students and will help kids.  
It is best if it is not something additional, but rather something that can “take the place of 
something else” in the day. 
Participants expressed that it is important for the presenters of professional 
development to share the purpose of the particular professional development with the 
audience.  Administrator 1 revealed that, “if we, as administrators, believe that there’s a 
purpose to it, we have to be able to communicate it to our teachers so they can understand 
why we’re doing it.”  Teacher 1 commented likewise, 
I keep coming back to, you know, the key things that I mentioned before 
about…just trying to let teachers know as much as possible how this can be 
effective and how students can benefit from it.  I think, ultimately, teachers want 
their kids to find the benefit from what they’re doing and they want it to enhance 
their lessons, and just trying to share, whether it’s bluntly or, you know, somehow 
sharing that information to get people to not look at it with a negative attitude and 
to see the relevance of it… 
 
Teacher 2 articulated similar thoughts, mentioning that teachers may not always 
know the purpose of a particular professional development session, because a purpose is 
not always clearly articulated within the session.  At other times, however, Teacher 2 
communicated that the purpose may be clearly understood because it fits into a district’s 
overall plan for a new initiative or textbook. 
As a recent example described by Teacher 3, a day was scheduled on a new 
writing framework, which could have been negatively perceived by the audience.  
Teacher 3 understood that how it was presented was critical, in moving forward and 
thought about the presentation carefully.  In the end, the training did turn out positively 
because, “we were able to show them what it was, show them the purpose, show them the 
good pieces of it.”  When teachers left, “it was a successful day.”  Generally, this 
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participant asserted that people need to see “how things build,” which means presenters 
being very explicit and purposeful, to show the audience how the training connects and 
has a purpose.   
Student learning impact.  In essence, professional development has the potential 
to impact student learning.  Through building-sponsored data team meetings, grade level 
meetings, or child study meetings, groups of teachers collaborate to create action plans 
designed to help the child learn and meet appropriate benchmarks.  Administrator 1 
conveyed that one type of professional development meeting that occurs within the 
building looks at the growth of students who are receiving extra supports, and identifies 
whether they are making accelerative growth.  If they are not, the team brainstorms what 
the next steps are, in order to help the student.  Improving student learning is the focus of 
these professional development times. 
Teacher 1 described that effective professional development is “focused on 
student achievement and improving instruction,” and should enhance the lessons that 
teachers are creating, so ultimately, students should learn more.  For Teacher 2, 
professional development should impact student data, and give the teachers ideas of how 
to better help the child who may be struggling.  For Teacher 4, the desire for any 
professional development session is that the participant can “come away with one idea 
that I can use in my classroom, which will make me a more effective teacher.”   
Summary.  In summary, the impact of professional development on the 
participants in the study has been meaningful, enduring, and effective.  Once a participant 
has either experienced or observed effective professional development, he or she has 
been changed for the better as an educator, and had affirmed the value of professional 
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development.  The significant qualities and meaning of professional development is that 
it improves the teaching and learning cycle and disseminates essential information to 
those who need to know it.   
The purpose of professional development from the perspectives of the participants 
is to promote the growth of teachers and to equip them to better teach their students.  
While participants stated that the purpose of a particular professional development 
session is vague, at best, sometimes participants can understand the rationale behind the 
offering of a session, if it ties in with a need or district-wide endeavor.  Participants 
suggested sharing the purpose of professional development, at the start of each training, 
to build the foundation for the rest of the session and outline the potential benefits of the 
information.   
To answer research question two, what meaning does professional development 
have to elementary teachers’ and elementary administrators’ teaching and leading 
practices, elementary teachers and administrators in this study believed that professional 
development affects them in four different ways.  It helps them improve as educators, it 
gives meaning and ideas to them as educators and instructors of children, it can be 
purposeful, and it impacts student learning and growth.  Educators learn more about the 
art and craft of teaching because of professional development, which then enables them 
to see students make progress within their classrooms and buildings. 
Research question two:  What factors or contexts influence elementary 
teachers’ and elementary administrators’ perceptions of professional development? 
Elementary teachers and elementary administrators believed a number of factors 
and contexts influence their perception of professional development.  The five themes 
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within this section pertain to contexts influencing professional development, attitude, 
factors influencing perceptions of professional development, the role of the administrator 
and struggles with professional development.  These are represented in the graph below.  
 
 
 
 
Figure 7:  Summary of References Related to Research Question #2 
 
 
 
Each theme will be discussed individually, to answer the research question.   
Contexts influencing professional development.  During the interviews, 
participants referred to various contexts that influence their perceptions of professional 
development.  Many of these contexts will be discussed later in Chapter 4 or have been 
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discussed previously.  The following chart illustrates the contexts that were coded in the 
interviews: 
 
 
 
Table 8 
Contexts Cited by Participants Influencing Professional Development  
Context Cited by Participants # of References 
Page # and Section 
Cited in Chapter 4  
 
Time out of classroom 1 Purpose of Professional Development (page 98) 
Nature of the topic 3 
Topic of Professional 
Development (page 
131) 
Venue for the professional 
development 3 
See below 
Having enough resources 
(handouts, seats, materials) 1 
See below 
Sessions focused on the learner 4 Relevance (page 120) 
An opportunity to be hands on with 
materials 2 
See below 
Concept modeled by teachers 2 See below 
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Table 8 (continued) 
 
Other participants 
 
 
3 
 
 
Attitude (page 107) 
Presenter characteristics 4 
 
Attitude/ Presenter 
Characteristics (page 
107 and page 129) 
Size of the room 1 See below 
Agenda or Protocol for the session 2 
See below 
 
Time for movement within the 
session 1 
See below 
Time of day or year for the session 4 
Schedule for 
Professional 
Development (page 
137) 
 
 
 
The following contexts were discussed by the participants and are unique to this 
section and research question. 
• Venue for professional development- For Teacher 1 and Administrator 
2, thinking about location for the professional development is essential, 
especially when the entire district, Kindergarten through grade 12, may be 
present.  Being in a large group setting makes it difficult for collaboration 
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to occur, and it provides a cover for off-task behavior to occur on the part 
of the participant, without being noticed.   
• Having enough resources- For Administrator 2, having enough handouts, 
making sure your materials are ready, and addressing all logistical details 
is paramount, to run an effective professional development session. 
• An opportunity to be hands on with materials- Administrator 1 
verbalized that when introducing a new textbook, teachers enjoy working 
with the teachers’ manuals and student editions in hand.  In addition, 
Teacher 3 believed that listening to someone read a PowerPoint is a 
“waste of time,” as there are other ways to deliver the same content.   
• Concept modeled by teachers- Teachers 1 and 2 indicated that when 
teachers have positive experiences with an idea, other teachers are willing 
to be “on board” the following year.  In addition, Teacher 2 believed that 
when teachers see an idea working in another’s classroom, “they’re more 
apt to try it” and personally, the participant has “more confidence to try 
that in my classroom.”   
• Size of the room- Administrator 2 expressed that thinking about the size 
of the room can impact the success of professional development. 
• Agenda or Protocol for the session- Administrator 1 articulated that 
having a specific protocol or agenda is helpful, to ensure the appropriate 
information is covered and the group is focused. 
• Time for movement within the session- Participants enjoyed having an 
opportunity to move around in the session, which helped with 
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comprehending the information that was being presented. This also served 
to break up the times of lecture and direct instruction. 
Attitude.  The attitudes of the participant and other participants and of the 
presenters impact the participants’ perceptions of professional development.   
For Administrator 2, it is an expectation of the district that audience members 
should be paying attention, appear to be engaged and are using professional etiquette 
during professional development.  It has been observed that when they are not, others 
may act similarly in the session, feel hesitant about participating, or a general negative 
attitude prevailed in the room.  Teacher 1 described what has happened: 
If you have somebody who kind of sets a negative tone to it, who just wants to 
complain about things, or you know, has an agenda where… Just for an example, 
say they don’t believe in Study Island, or they think anything technology is a 
waste of time because the computers don’t work, you know, and then they can 
negatively influence everybody around them and can just set a negative tone 
where people don’t want to share ideas then, because they’re worried about them 
getting shot down. So, I think that’s one of the big things.  
 
Teacher 2 has experienced the opposite with some experiences, and indicated the 
“crowd is really important.”  When there is a shared passion and shared vision, the 
overall feel of the session is positive, and people are not “sitting around with their arms 
crossed [thinking] ‘why do I have to do this?’….That tends to bring a room down.”  
Teacher 2 suggested the alternative is for the person not to come because “it ruins it for 
everyone else even if there would be a positive vibe flowing.”   
To overcome any negativity going into the session, Teacher 2 has made it a goal 
to have an open mind, and usually has tried to discover what the general topic is.  As 
suggested by this teacher, participants who have open minds, are receptive to new 
information, and are engaged will benefit the most from the in-service, if they reflect on 
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their practices.  But unfortunately, this is only about 60 to 65% of what has been 
observed.  
Within the district, Teacher 2 has observed three groups of educators.  Group one 
is the new teachers who “soak up every single thing and want to be there and want to try 
it.”  Group two is the group that has been teaching for “35 years and you’re not going to 
tell me anything I don’t already know.”  And then there is the middle group, which needs 
to see a reason for the professional development that is relevant and meaningful, but if 
they do, are engaged and will apply the learning. 
But as was shared by Teacher 2, “there’s a time for dissension and voicing…your 
disagreement or dissatisfaction, but a certain point, when that train has left the station, 
you really need to just get on and be quiet.”  This is particularly important when it is a 
mandate from the state or a district initiative, which has been given much time and 
resources to see it come to fruition.   
For Teacher 3, personally, tension increases if there is going to be small group 
discussions because of the topic and participants who will be present.  This is because,  
Personalities will definitely impact how smoothly a conversation will run, or how 
much, how much work I anticipate will actually get accomplished based on the 
personalities and the work habits of those in the group.   
 
The attitude and experience of the presenter was the second key component to this 
theme.  For Administrator 2, having a presenter who can relate to educators and help 
them see the connection to their classrooms is important.  Being able to relate to a crowd, 
and apply adult learning theories, is foundational in the success of a professional 
development session.  Teacher 2 agreed, stating that presenters who start off their 
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presenters with addressing any negativity, earn the respect of this individual and as a 
result, this teacher is more willing to listen. 
Factors influencing perceptions of professional development.  The following chart 
summarized the participants’ perceptions of factors they believed influence the success of 
a professional development session.  Many of these themes will be repeated later in the 
final research question, which will describe themes around effective and ineffective 
professional development.  The themes that will be repeated again include:  time to 
implement the learning or transfer of learning, relevance, adult learning, engagement of 
participants, personalized learning, presenter characteristics, topic of professional 
development, schedule for professional development, and vision for professional 
development. 
 
 
 
Table 9 
Factors Influencing Perceptions of Professional Development  
Factor Cited By Significant Quotes 
Time to implement the 
learning following the 
training  
(Transfer of learning to the 
classroom) 
Administrator 1 
Administrator 2 
Teacher 1 
Administrator 1:  After teachers had one 
session on the topic, “they took their 
learning to the next step, which would 
be the pragmatics of how they’re going 
to teach” and apply what they have 
learned. 
Relevance Administrator 1 
Administrator 2 
Administrator 1:  “Teachers have to feel 
like it’s something that’s needed.  There 
has to be something that is, there is a 
direct need for this occur.”   
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Teacher 3 
Teacher 4 
Teacher 3:  “I feel like that is such a 
powerful format for professional 
development…giving people tools that 
they can go back and use immediately.” 
Clear Purpose  
(Adult learning) 
Administrator 1 
Teacher 1 
Teacher 3 
Teacher 4 
Administrator 1:  “I think as 
administrators and people running the 
professional development, it’s 
imperative for them to be able to create, 
to be able to communicate the purpose.” 
 
Teacher 3:  “My goal is always to show 
them how this works for them, or why 
this is important for them to know.” 
Focused topics  
(Topic of professional 
development) 
Administrator 1 
Teacher 4 
Administrator 1:  “One month we’re 
doing this, the next month we’re doing 
this, and then we’re doing this, which is 
kind of frustrating because then you 
never come back to what you need.”   
Engagement of participants Administrator 2 
Teacher 4 
Administrator 2:  “When I’m leading a 
session, the first thing I think of is it’s 
got to be engaging, it’s got, and it’s also 
got to be what they need.”   
Personalized learning Administrator 2 
Teacher 4 
Administrator 2:  “They can personalize 
it….we always teach them you’ve got to 
look at the whole picture.”   
 
Teacher 4:  “I like to get their input on it 
[the topics] and what they want out of 
the day.” 
Accuracy of presentation 
(Presenter characteristics) 
Administrator 2 Administrator 2:  “When the content is 
not accurate…that’s, that’s more 
frustrating and appalling than anything 
else.  I mean, here you are looking at 
these professionals to provide you 
guidance and they’re not accurate with 
their information.” 
Day of the week  
(Schedule for professional 
development) 
Teacher 1 
Teacher 3 
Teacher 4 
Teacher 1:  “Often times, they’re 
planned on Friday afternoons which can 
be very difficult, not only for me to keep 
focused, but for others around me to 
keep their focus…” 
 
Teacher 4:  “If it’s on a Friday 
afternoon, I always feel sorry for those 
teachers who are presenting.” 
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Flexibility and ease of 
applying the idea  
(Transfer of learning to the 
classroom) 
Teacher 1 
Teacher 3 
Teacher 1:  “Another part would just be 
flexibility in your schedule and the time 
that you have available…sometimes the 
desire to cover the content versus to dig 
deeper with it…wins out, when it 
probably shouldn’t, and that keeps you 
from trying some of the new ideas 
because they often take more time.” 
 
Teacher 3:  “If it’s something that’s 
going to take a little bit more 
preparation or additional learning, it 
may be put more on the back burner.  
But if it’s something that’s quick, and 
doesn’t require lots of preparation on 
my part as a teacher, then I’m absolutely 
going to use it.” 
Impacting student learning 
(Transfer of learning to the 
classroom) 
Teacher 1 Teacher 1:  “I think ultimately, teachers 
want their kids to find the benefit from 
what they’re doing and they want it to 
enhance their lessons.” 
Small group size 
 (Vision for professional 
development) 
Teacher 1 
Teacher 3 
Teacher 1:  “I think the smaller group 
professional development tends to work 
better, so I would try to structure it that 
way.”   
 
Teacher 3:  “I would say probably about 
15 to 20, something like that, would be 
ideal, because it allows for interaction 
and personalization, but it allows for a 
variety of input.” 
 
 
 
 Role of the administrator.   One question explored during the interviews was on 
the role of the administrator and how his or her involvement impacted others’ perceptions 
of professional development.  Within this district, the administrators have been charged 
with leading professional development both at the district and building levels.  This has 
involved introducing new mandates from the state, organizing Crisis Response Team 
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trainings, serving on Curriculum Council or leading student action plan meetings.  As one 
example, in the building where Administrator 1 leads, article studies have led to 
“dynamic professional development,” because this leader has selected “articles that 
really, really pertain to what’s going on at the particular moment that the teachers are 
dealing with.”  This, in turn, leads to active discussions among faculty members.  
Administrator 1 articulated that the article studies provide an opportunity to “talk about 
things that I’m seeing within the school, without coming out directly and saying it” and is 
a “vehicle” to have some staff discussions about issues that are pertinent and relevant to 
the staff. 
 In general, each administrator in the study commented about being a listening ear 
to the needs of the teachers, and then attempting to guide them into professional 
development that will meet that need.  Administrator 2 summarized, “I still think you 
have to come back to making sure that you’re giving people what they need, not just stuff 
they need to hear, and they need to learn, but stuff that they particularly need to make 
them better.”   
From the teachers’ perspectives, they communicated that they want the 
administrators to take the feedback from the teachers about areas of struggle, and 
combine it with professional development.  Teacher 3 remarked that the expectation for 
administrators is to identify the needs, find the resources to address the needs, and then 
structure the professional development time so people will learn.  It is also essential that 
the administrators believe in the relevance of the topic, because then teachers will “be 
right there with you….attitudes of administrators play a critical role in how well 
something will be received.”  Teacher 4 appreciated that administrators are usually 
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present at each professional development session offered to teachers.  It is assumed their 
presence is to gain the same knowledge as the teachers. 
 Struggles with professional development.  Each participant in this study has 
served dual roles.  They have been participants in professional development, but have 
also been asked to lead professional development in this district.  Participants discussed 
their frustrations associated with being a leader of professional development, from their 
unique perspectives.  The themes are summarized below. 
• No time for sharing.  Administrator 1 related that the power of professional 
development is when people get together to share.  As administrators, it is often 
difficult to find time to work together with other colleagues.  Teachers, too, in the 
study spoke likewise of this struggle though Teacher 2 suggested that any work 
time should have an accountability piece at the end, such as a lesson plan or 
project that integrates the learning.  Otherwise, people may be working on writing 
plans for the next week, grading papers, or using the photocopier.   
• No time to build background through professional development before 
introducing a new initiative.  Administrator 1 recounted that often times, the 
administrative team, who plans most professional development in the district, is 
“inundated with so many things all the time, that sometimes our jobs are so 
reactive that we just don’t have time to, to really think of those things.”  As 
recommended by Administrator 1, staff should be introduced to the rationale for a 
new initiative before it occurs, and time should be allowed so staff can be 
stretched professionally.  Administrator 2 concurred, believing that “there were so 
many new initiatives going on,” as did Teacher 1 who articulated that a big 
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complaint from staff is that “we all have these new ideas, new in-services, this 
one focuses on this, this one’s on something new,” and there does not appear to be 
a quality focus on a “couple things.”   
• No time for ongoing professional development.  Administrator 1 communicated 
that with the building’s faculty meetings, it is difficult to devote 15 minutes of a 
50-minute meeting to professional development, because there is much to 
accomplish each month.  From a teacher’s perspective, Teacher 2 admitted that 
“you’re just getting into it when it’s time to leave,” and would prefer having time 
to “wrap my brain around it,” rather than only 90 minutes, the typical length of an 
in-service opportunity.  A suggestion from Teacher 2 was to introduce an idea in 
September, have time to work on it in November, use it in the classroom until 
January and then revisit the topic again.  Teacher 3 also related that as a presenter, 
if the goal is to truly dig deep, “I want them to experience it so they can go 
through the mental process as to, what did this do to my thinking, how does this 
enhance my understanding?,” which requires ongoing conversations and time.  
Teacher 4 explained that “we get all these cool ideas, but we don’t have time to 
follow up on them.”   
• Developing good quality professional development takes time.  Administrator 
1 commented that much time is devoted to preparing for a professional 
development session, however, it is hoped that the end results, advancement in 
student achievement, will justify the amount of preparation time given.  Teacher 3 
articulated that it often takes three to four days to put together a quality 20-minute 
session for staff, but professional development is not as well as planned as it 
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could be, “just because we’re trying to do it all.  It’s not for lack of intention, it’s 
for lack of the time.”   
• Teachers have little opportunities to select workshops that interest them.  
Administrator 1 conveyed that because of a number of mandated topics and new 
curriculum, as well as a reduction in the district budget, teachers have not been 
able to “sign up for things that they would like to go to,” particularly over the 
summer.  Teacher 4 recounted that there are so many mandates and new ways of 
doing things, which tie up all of the in-service times during the year, and limit the 
district being able to offer any personalized workshops.   
• Off-task behavior of participants during collaboration times. Teacher 1 
verbalized that as a presenter, the biggest challenge is “bringing people back to 
something that was going to beneficial,” when discussions go off topic during 
collaboration times.  As a curriculum leader and teacher, this is an uncomfortable 
spot to be in because they do not feel comfortable enforcing the rules and 
reporting the other participants.  They also do not want to appear “strict or bossy,” 
because, as Teacher 1 admitted, a “big part is trying to earn the respect of people 
and finding ways to say what you mean without offending people.”   Teacher 3 
also explained that sometimes, times of collaboration are frustrating and 
“explosive,” depending on “what the personalities are and how they’re going to 
play together.”   
• Being out of the classroom for professional development requires additional 
work.  Teacher 1 indicated that some staff do not want to be out of their 
classrooms, for a myriad of reasons.  On a practical level, this is because the 
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teacher has to write lesson plans for a substitute, which takes time.  Teacher 4 also 
commented that when students leave early because of an afternoon of professional 
development in the district, less content is delivered to the students, and there is 
“no way of recouping that and making that up.”   
• Presenting to teachers is a challenge.  Nearly every participant gave the same 
quote or thought articulated by Teacher 2, that teachers are “the worst audience 
ever.  We are critical, and when talk when other people are talking….They’re 
really the worst audience members I have ever seen, and without doubt!”  
Participants expressed that it is difficult to present to their peers, because they are 
not the ones responsible for the implementation of the idea and do not feel 
comfortable managing behavior of their peers in the room. 
Summary.  The factors that influence the participants’ perceptions of professional 
development mirror those from earlier and later research questions.  Elementary teachers 
and administrators believed in the importance of professional development, but saw a 
number of factors that inhibit the effectiveness of those sessions.  In general, the attitude 
of the people in the room influences the participants’ perceptions of professional 
development.  A negative attitude perceived by other participants and by the presenter 
can hamper the effectiveness of an experience, and render the experience meaningless to 
those in attendance.  The participants in this study have also experienced a number of 
struggles in presenting professional development to their peers.  However, each 
participant continues to serve as a curriculum leader for the district and leads professional 
development sessions, where their peers and supervisors are in attendance.   
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Research question three:  How would the elementary teachers and elementary 
administrators describe effective and ineffective professional development?  This final 
research question involved a variety of themes associated with effective and ineffective 
professional development, as coded from the interviews.  Elementary teachers and 
elementary administrators believed that effective professional development involved the 
following seven themes, listed in order according to the number of references in the 
interviews:  collaboration, relevance, transfer of learning to the classroom, personalized 
learning, an acknowledgement and application of adult learning principles, trust and 
openness, and engagement of participants.  The following figure illustrates the themes 
surrounding effective professional development.    
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Figure 8:  Summary of References Related to Research Question #3:  Effective 
Professional Development 
 
 
 
Effective professional development.  During the interviews, participants were 
specifically asked to describe effective professional development.  Their answers to these 
questions helped to identify the themes surrounding effective professional development.  
The participants made many references to qualities of effective professional development 
throughout their interviews.  Below is a summary of their answers, as they defined 
effective professional development: 
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• Administrator 1:  It is easy to apply, it’s applicable and at the time, it’s needed.  
It has to be something that teachers feel is important at that particular time, so it 
has to be relevant.  The presentation has to be done effectively…it has to be 
presented in such a way that teachers are going to want to listen. 
• Administrator 2:  [It is] an opportunity for teachers to learn and to be given 
information…[which are] individualized and personalized learning opportunities 
for all staff members, not just classroom teachers. 
• Teacher 1:  [It] is focused on student achievement and improving instruction. 
• Teacher 2:  I think it’s meaningful to the participant in some way, shape or form, 
either through content or through a teaching style or something like that.  It’s a 
combination of theory, content, and hands-on…up and moving around, thinking 
about different application…ultimately, there’s an application for it in my 
classroom, like something that I can do with it…sometimes it’s content, 
sometimes it’s just that extra knowledge, something it’s a teaching 
technique…sometimes it’s a little of both.  Sometimes it’s the professional 
relationships that…has nothing to do with what I teach, that I come out feeling 
stronger. 
• Teacher 3:  Effective professional development provides you experience that is 
going to allow you to increase your knowledge base, improve your craft and 
essentially the ultimate goal of professional development is to make kids 
successful…effective professional development is dependent on the needs of your 
district and your building and your teachers….it could be very different and vary 
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in different places, but I do believe it involves choice, it involves meaningful 
experiences and time for reflection. 
• Teacher 4:  [Effective professional development is] something I can take back to 
my classroom and use the next day, or the following week, or very quickly. 
Collaboration.  Out of all of the themes, this one occurred most often, a total of 69 
times, in 17 out of the 18 interviews.  In order for professional development to be 
effective, participants believed the learners need time to talk to others.  As simple as this 
is, however, this is not the common practice when the professional development is 
offered within the district, especially when the entire K-12 staff gathers together. 
When asked about how to improve professional development within the district, 
Administrator 1 cited that “there would be more collaboration,” with teachers deciding 
what they needed and addressing it via professional development .  Administrator 2 
concurred, expressing that the ideal professional development would involve time for 
teachers to get together and discuss topics with each other.  From this administrator’s 
perspective, teachers are happy when they get collaborative time, an idea supported by 
adult learning theory. 
Teacher 3 asserted that some of the best professional development sessions have been 
times where grade level teachers worked together, because “everyone can relate to 
exactly, to the exact content and variables.”  Talking with others who share similar issues 
and problem solving together has been an “incredibly valuable” experience for this 
participant, and is something that is built into any in-service delivered by this leader. 
 Relevance.  The theme of relevance was the second most commonly occurring 
theme in the interviews, and is the only one that appeared in every one of the eighteen 
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interviews in some manner.  Essentially, from the perspective of the elementary teachers 
and elementary administrators, every professional development session should directly 
apply to the participants in some way or manner, and be meaningful, useful and relevant 
at the time.  This was the comment that was expressed in every interview, and was 
evident in each of the participants’ answers to the questions about their experiences with 
professional development:  professional development should apply to them as educators.   
For the administrators in the study, they believed, as explained by Administrator 
2, that it is essential that one is “giving people what they need, not just stuff they need to 
hear and they need to learn, but stuff that they particularly need to make them better.”   It 
is understood that professional development has to directly link and connect to what is 
happening in the classroom.   
 Teachers, too, echoed similar thoughts.  Teacher 1 verbalized that when leading 
and planning for professional development, the main question that this teacher considers 
is “how can we make this relevant to what they’re doing?.”   Likewise with Teacher 3, 
who stated that “it’s important for people to see how things build, and unless we make it 
very, very apparent and we’re very explicit and purposeful in our language and showing 
how things connect, our teachers won’t see that.”   
Teachers want professional development to have some bearing on what they 
teach, how they interact with students, or how they interact with their colleagues.  It 
should fill a need that has been observed by the administrators or others in the district, 
and when it does, they feel like they own the learning.  As was shared by Teacher 4, “I 
always think that if I come away with one idea that I can use in my classroom, which will 
make me a more effective teacher, then it’s probably worthwhile.”   
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Transfer of learning to the classroom.  The third most commonly occurring theme 
in all of the interviews was that effective professional development involves content that 
can be immediately transferred into the classroom.  Participants related that professional 
development may teach them something new, but that something new should then be 
useful to them in the classroom or benefit their students in some way. 
For example, when the district began talking about the upcoming state 
assessments, the staff was introduced to the design of the test and instructed on the 
changes.  From there, conversations ensued about what needed to change instructionally 
and plan outlined for the year of key topics and content to be addressed.  According to 
Administrator 1, this session was effective because it was focused on the learner and 
identified areas of shortcomings, along with possible solutions.  From this individual’s 
perspective, teachers want ideas that they can “take directly to their classrooms and use 
the next day.”   
Similarly with Administrator 2, who related that during data team meetings, the 
group discussed different types of literature, including poetry and plays, which was a 
missing element in their classroom instruction.  From there, what developed was a 
teacher designed field trip to go see a play, and a series of lessons on understanding this 
genre and addressing this standard, which had been an area of weakness in that grade 
level.  “It opened up this whole big connection for something that they weren’t 
necessarily thinking of, based on our one data team meeting.”   
Teachers in the study spoke of experiences when they were able to implement a 
new piece of learning.  Most often, this involved new curriculum or a different aspect of 
technology, such as a website or application.  Teacher 2 articulated that effective 
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professional development should have some application to the classroom.  This may 
involve a strategy, an increase of knowledge, a new teaching technique, or a combination 
of any of those.  Teacher 3 indicated that sometimes, professional development simply 
broadens one’s knowledge base about a topic, and adds “tools” to one’s “tool bag,” that 
can be revisited at the appropriate time.  But eventually, the content should be useful 
within the classroom.  This too was the feeling expressed by Teacher 4, that “if it’s 
something I can use in my classroom, then [the session] is beneficial,” be it the next day, 
the following week, or very quickly.  The teacher explained, relating it to students, “if we 
just give kids information and don’t require them to use it somehow or apply it somehow, 
it’s gone for them, too.”    
 Personalized learning.  In 13 out of the 18 interviews, participants made reference 
to professional development serving a need they have as educators, as professionals, and 
as people teaching children.  They recognized that these needs can vary, according to the 
individual, and believed that professional development should be differentiated to address 
those needs.  
 For the administrators in the study, personalized learning begins with talking to 
the teachers to see what they need, before designing a professional development session.  
Administrator 1 communicated that at the end of each professional development session, 
the district asks teachers to complete a survey on ideas for future sessions.  However, it is 
unclear by this participant and by several of the teachers how often they are revisited and 
how this impacts future professional development in the district.   
Administrator 2 related that as a former teacher and now as an administrator, 
“most of the professional development didn’t apply,” due to the unique needs of the 
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students within this individual’s classroom.  A wish for this leader is that all professional 
development was individualized, starting first with pre-assessing teachers to find out 
what their needs were and then finding materials to meet those needs.  As summarized by 
Administrator 2, 
I wish we could individualize In-Service, and it could be specifically what they 
need. I want P.E. teachers to get In-Service on fitness stuff. I want the Art 
teachers to get stuff on art. I want the classroom teachers that, that need assistance 
in classroom management, to get that, the one’s that are tech gurus, I want them 
to… like, yeah. I would love to be more individualized. 
 
 Teachers in the study spoke of this same theme.  For Teacher 1, some of the best 
workshops in the district have been those where the teachers had the option of which 
activity or session to attend, because it was relevant and something that was of interest.  
Teacher 2 shared that “everybody knows when it’s something that you’re really interested 
in, it immediately becomes more meaningful, it immediately becomes more applicable 
because it’s yours, and you have ownership.”  Contrary to this, however, the “one-size-
fits-all” workshops within the district do not address the needs of an entire staff, because 
of the “diversified needs.”   Teacher 2 recommended that administrators listen to the 
needs of the staff, especially if they indicate they want to spend more time on a particular 
topic, and then design opportunities for further exploration of a topic. 
 Teacher 3 related the idea of personalized learning to having a child with an 
Individualized Education Plan (IEP), because one needs to assess the needs in the district 
and then determine how they can be addressed.  These needs could differ from building 
to building, grade to grade and individual to individual.  But, through the use of 
technology, sessions could be differentiated for the needs of the adult learners and 
teachers could choose what they want to learn at their own rate or pace.  Teacher 3 
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believed this idea is possible, with some research and searching into professional 
journals, books, online course, and other blogs written by experts in the field of 
education, to explore other models of professional development. 
Adult learning theory.  Among the eighteen interviews, there were 22 references to 
one or more of the principles of adult learning theory, cited in the conceptual framework 
in Chapter 2.  Most notably, the elementary teachers and elementary administrators 
articulated that they want to be independent learners, have choice in regards to their own 
learning, desire immediate application of their learning and want time to talk.  As 
conveyed by Administrator 1, “teachers have to feel like [professional development is] 
something that’s needed.”   
For Teacher 1, serving as a presenter,  “you understand that people need to move, 
people need to talk, teachers especially.”   When they are not treated in this manner, 
Teacher 2 reported feeling “like my intelligence has been insulted.”  Teacher 2 stated, “I 
also think adults, children, whoever you are, you need to get up, move around, you need 
to be able to talk to people around you to…devour or comprehend what you’re doing.”  
Engaging the participants is a goal for any presentation delivered by Teacher 2.   
When Teacher 3 has presented, the most effective sessions were times when a 
question was posted, topics were differentiated according to areas of expertise, and then 
teachers had conversations together, with the presenter serving as a guide to ensure 
participants stayed focused.  Teachers had choices about what they wanted to study, and 
the content was immediately applicable to them.   When the opposite has occurred, 
however, Teacher 3 reported feeling “annoyed” and that the session was a waste of time.    
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The least effective types of sessions that were mentioned most often by the 
participants were those where someone read a PowerPoint or handout word-for-word to 
the group.  There was little collaboration or discussion of the topic and engagement was 
low.  Teacher 2 recounted that in these situations, it is preferred to give the participants 
the slides, and read the material independently, because “I could do [it] perfectly well on 
my own, watch this video, read these slides, you’re good to go.”   
Trust and openness.  The final theme that emerged was that in order for any 
professional development structure to be effective, the participants must trust the 
presenter, trust the environment, and trust others with whom they are collaborating.   
According to Teacher 1, it is important to create an “open atmosphere” during 
professional development sessions, so people feel free to share with each other.  For 
example, districts considering a Professional Learning Community (PLC) model for 
professional development, Teacher 2 articulated that a trusting, ongoing relationship is 
paramount.   
In addition, teachers who have visited each other’s classrooms, as a professional 
development activity, understand that there needs to be a trusting relationship, because, 
as shared by Teacher 2, “you’re exposing yourself and you do feel very 
vulnerable…we’re not quite as comfortable with other professionals watching.”  This 
participant further shared, teachers are often very comfortable going into their classrooms 
and closing the doors, but participating in a peer consultation model, where teachers 
observe one another, requires acceptance of this activity as a professional growth activity, 
rather than a critique.  Teacher 3 concurred with this thought, and verbalized that often, 
teachers are afraid of judgment from others, which stems from a lack of confidence in 
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their teaching abilities and strategies.  Teacher 4 added that sometimes, teachers may 
worry about what how the children will act during a visit and has been an uncomfortable 
activity, even among friends and colleagues in the building. 
Teacher 3 stated that “you have to know your people, you have to know who you 
can trust.”  In some districts, an instructional coaching model has been the route to build 
a relationship, in a non-threatening way, and open up doors for the coach to model 
effective techniques or strategies. 
Engagement of participants.  When participants are a part of a professional 
development session, they want to be involved, interact with the materials and the 
content, and move around.  They do not want to listen to someone talk, but, as articulated 
by Administrator 1, “they want to get their hands on the…stuff and start putting things 
together.”  Sessions that involved analyzing individual student work samples or 
summarizing individual classroom reading data have been effective, according to 
Administrator 2.   
Engagement of participants has also been a goal for many of the participants, such as 
Teacher 3, who commented,  
And having opportunities to be in front of entire staffs on Friday afternoon before 
Thanksgiving, or any holiday, makes you think about the engagement of 
your…what you need to do to engage people in that content, so not only that they 
find it valuable, but they find it enjoyable enough to be able to stay attentive 
during the times when they can’t think about anything else other than, “I need to 
get home, I have a lot of things to do, we’re leaving for the weekend,” or if you’re 
doing things right before report cards, they’re thinking about all the things they 
have to get done. And so, you really have to take a lot of things in to account 
when you’re planning professional development, and that’s...I really discovered 
that along the way. 
 
 When a workshop is not engaging, Teacher 4 hypothesized, “they’re just doing 
this to prove to us that we can’t do this to our kids.  And we already know that.”  
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Participants summarized that there is a time and a place for lectures, but overall, people 
want to be involved in their learning. 
 Ineffective professional development.  During the interviews, each participant 
discussed the best and worst professional development they have experienced.  In 
essence, ineffective professional development is simply the opposite of what has been 
discussed thus far.  However, there were two clear themes that emerged that specifically 
related to ineffective professional development that are noteworthy to describe in this 
section.  They are:  presenter characteristics and topics of professional development.  
Each will be discussed in the following pages and is summarized in the chart below. 
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Figure 9:  Summary of References Related to Research Question #3:  Ineffective 
Professional Development 
 
 
 
Description of ineffective professional development.  Below are some phrases that 
were communicated by the participants when asked to define ineffective professional 
development:  
• Administrator 1:  Anything that really doesn’t make the, make the teachers really 
think about their practice. 
• Teacher 2:  Unrealistic expectations.  Not enough background or support. 
• Teacher 3:  Put everyone in the same room… 
• Teacher 4:  When it had nothing to do with my kids or me….when the presenter 
was four steps ahead of me and I was lost, for the whole time 
 Presenter characteristics.  Within this theme, there were 21 references to the 
presenters, and the impact this person has on the success of a presentation.  Both 
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elementary administrators and elementary teachers commented about the plethora of 
people who have led professional development, from consultants from the local 
Intermediate Unit, to representatives from a company, to other teacher leaders.  Overall, 
Administrator 1 indicated the success of any presentation depends on “how much 
information they have and what they’ve dealt with, with that topic.”  Presenters who 
asked the participants to “watch me talk” through a PowerPoint generally received 
negative reviews from the staff, because teachers wanted to interact with the materials, be 
engaged, and collaborate with one another, which are themes that were shared previously.   
As told by Teacher 1,  
The best facilitators are the ones that have used that strategy, tactic, curriculum, 
whatever, in their classroom, so they know what they’re talking about.  And 
they’re talking to us about it rather, with some experience in that, rather than 
having read about it or watched it in somebody else’s classroom, because when 
somebody stands up there and tells us, “you need to do this, you need to do that,” 
and they’ve never done it in a classroom, that’s frustrating.  
  
One of the most negative experiences cited by two of the participants was one 
where the presenter gave inaccurate information to the audience.  Though this individual 
worked for a leading governmental organization, the participants stated this person 
appeared to know less than the teachers in the room.  As was shared by Teacher 2, when 
a presenter said “I don’t know,” or “I’ll have to check on that or I’m not really sure” 
more than once or twice, credibility is lost with the audience, as well as the attention of 
the adult learners. 
 The teachers in the study commented about enjoying presentations by other 
teacher leaders in the district, especially those who have recently been in the classroom.  
Teacher 2 recounted some of the best experiences were led by people who had a passion 
for a particular area, and then shared it with the staff.  Teacher 3 also suggested likewise, 
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stating that “we need to start developing leaders, teacher leaders” in the district, and 
allow those who are responsible for a particular area to gain some additional knowledge 
which they can then share with the staff.  Doing so builds credibility, because the 
presenter is a practicing classroom teacher in the district.   
 Topic of professional development.  The final theme related to ineffective 
professional development relates to the topic chosen for the sessions.  Many of the most 
ineffective workshops cited by the participants involved required topics.  These 
mandatory sessions were described as “necessary evils” by Administrator 1, something to 
be “dreaded” by Teacher 1, or simply “part of the deal” by Teacher 3.  The participants in 
the study recommended that when a session is mandatory, participants are divided into 
groups, and another teacher or person who has been trained led the sessions.  This would 
increase the collaboration and discussion time among participants.   
 Summary.  In summary, elementary teachers and elementary administrators 
articulated many themes related to effective and ineffective professional development.  
They have experienced professional development sessions that have changed their 
philosophies, improved student learning, and gave them new ideas to try.  On the flip 
side, they have attended sessions that were memorable because they were dry and 
inaccurate, with the goal to simply sit through it until the time period has passed.  To 
answer this final research question, the elementary teachers and elementary 
administrators identified seven themes regarding effective professional development 
including:  collaboration, relevance, transfer of learning to the classroom, personalized 
learning, an acknowledgement and application of adult learning principles, trust and 
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openness, and engagement of participants.  Many of the answers to the questions during 
the interviews met one of these seven themes.   
All together, this research question regarding effective and ineffective professional 
development had 329 references in the interviews, evidence that elementary teachers and 
elementary administrators have very clear ideas of what constitutes effective professional 
development.   They have experienced it first-hand, and related their stories about what 
they have enjoyed and when it was effective according to their perceptions.  When 
teachers felt respected and were treated as adult learners, and when they were given the 
choice of what to learn, teachers were more willing to find meaning in the professional 
development they were offered. 
Results and Interpretations 
 This phenomenological study has explored the perceptions and descriptions of 
professional development, as told by four elementary teachers and two elementary 
administrators.  The study captured their descriptions of effective and ineffective 
professional development, as well as the meaning of professional development to them 
collectively and individually.  During the study, the researcher bracketed experiences 
regarding professional development and listened to the stories of the participants. 
 Data collection was completed through eighteen open-ended interviews 
(Appendix A), based on questions that the researcher wrote and adapted from Bevan 
(2014).  Each participant was interviewed three separate times, lasting anywhere from 15 
to 60 minutes per session.  The use of audiotaping ensured the participants’ thoughts 
were accurately captured.  Each tape was then transcribed by a typist and verified by the 
researcher, for accuracy. 
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 All interviews were coded using the Nvivo software program, and critical themes 
were identified based on the participants’ statements.  An Excel spreadsheet was created 
to demonstrate the frequency of each theme via several charts and graphs.  Themes were 
triangulated with each participant, to strengthen the validity of the identified nodes and 
this study.   
 The following table illustrates the themes that emerged during the study, which 
will help this district and other districts in planning effective professional development. 
 
Table 10 
Themes identified in the data 
Theme 1 Adult learners need time to collaborate, as they process their learning. 
Theme 2 Professional development is most effective when it is meaningful and 
relevant to the classroom and its students. 
Theme 3 When participant engagement is high, the effectiveness of the professional 
development increases. 
Theme 4 The most effective professional development is structured in such a way to 
allow a continuous cycle of teaching and learning, over a period of time. 
Theme 5 Teachers and administrators share many commonalities regarding 
professional development. 
 
 
 
Theme 1:  Adult learners need time to collaborate as they process their learning. 
What emerged as the most commonly occurring theme throughout the study was that 
adult learners want time to talk together with their peers or colleagues, as they learn and 
process new information.  Further, these conversations are most effective when that 
person or group of people share some commonalities such as grade level or content, 
because, as described by Drago-Severson (2011) and Mundry (2003), adult learners 
	  	  
134 
define their world by their social interactions.  They connect the new learning with 
previously learned knowledge, which happens through focused conversations.   
Within the study, the participants conveyed again and again that the most effective 
professional development sessions have involved time to collaborate, time to implement 
the learning, and time to reflect on their learning with others.  Knowles (1978) recognized 
that teachers are motivated by what their peers believe, but need the time to try a new 
idea, so they can receive feedback from others.  This is what the participants echoed, as 
well, that they learn best when they can interact with the information along with their 
peers. 
Theme 2:  Professional development is most effective when it is meaningful and 
relevant to the classroom and its students. 
This theme was also mentioned continuously throughout each interview.  The 
most effective professional development has immediate application and relevancy to the 
classroom.  Administrators and teachers recognize that the primary purpose of 
professional development is to improve the teacher and therefore, positively influence the 
academic performance of the students in the classroom and increase overall student 
learning.  It should then follow that professional development is meeting a need for an 
educator, and providing ways to address that gap.   
When professional development is missing relevancy and meaning, participants 
are disengaged, and remember the session in a negative manner.  Teachers want to be in 
their classrooms teaching students, and believe it is a sacrifice to be missing that time.   
The participants understand that teaching can be difficult at times, but desire ideas of how 
to improve, which they can use and apply to their educational settings. 
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Theme 3:  When participant engagement is high, the effectiveness of the 
professional development increases. 
 When participants were actively engaged, those in the study reported the 
effectiveness of the professional development increased.  Participants find greater 
benefits in sessions where they interact with the material, direct their own learning, and 
have an opportunity to participate.  Teachers mentioned this could be accomplished 
through keeping group size small, as well as considering the venue for professional 
development.  In addition, participants mentioned that each presenter should be cognizant 
of delivery options for adult learners, that allow them to move, collaborate and be 
independent learners.   
Theme 4:  The most effective professional development is structured in such 
a way to allow a continuous cycle of teaching and learning, over a period of time. 
 The most effective professional development sessions were those that were 
offered over a period of time, be it days, weeks or months.  When new information is 
presented, the participants would like to return to the learning again at some point in the 
future.  The purpose would be to extend their learning even further, to refine what they 
have learned, or to share their learning with others.  Participants discussed an effective 
model in the district where teachers listened to new information on day one and then had 
a chance to plan for its implementation on a second day.  Additional reflection and 
planning time occurred later in the year, which was ideal to the participants to solidify the 
learning. 
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Theme 5: Teachers and administrators share many commonalities regarding 
professional development. 
 While this was not one of the research questions, it needs to be mentioned that 
two different groups were interviewed.  What is unique to this study is that the teachers in 
the study have served as both participants and presenters for professional development, 
which may typically be filled solely by administrators in other districts.  What is noted, 
however, is that both groups shared similar thoughts about professional development.  
After reviewing the themes and significant statements, both teachers and administrators 
provided data for all of the themes.  To explain further, it was not solely administrators 
for one theme, and teachers for the other.  Rather, both groups of educators had similar 
thoughts and experiences with professional development and are represented in every 
research question, every node, and every description.   
What is recognized as the primary distinction between the two groups is that the 
teacher group believed they are not in positions to change the course and direction of 
professional development within the district.  The administrators felt likewise, that they, 
too, are not in positions to affect professional development in the district, however, they 
do control building-level professional development through designing what happens at 
data team meetings, grade level meetings, and faculty meetings.  It is evident that both of 
the administrators in the study have started to alter the delivery and design of professional 
development through personalized article studies, teacher-designed data team meetings, 
and connecting teacher interests with professional development.  By doing so, they are 
meeting the characteristics of effective professional development, as defined by the 
participants in the study. 
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Concurrent Ideas.  According to the data produced by the eighteen interviews, two 
consistent ideas emerged and run concurrently through all of the themes listed in this 
chapter.  These two ideas include:  the schedule for professional development and the 
vision for professional development.   
Schedule for professional development.  As the participants shared, ideal times to 
offer professional development were revealed.  In summary, the participants 
communicated the following suggestions related to the most optimal time to have 
professional development: 
• Summer time (Teacher 1, Teacher 3, Teacher 4) 
• Immediately following the school year (Administrator 1, Teacher 1) 
• Continuous days (Administrator 1, Teacher 2, Teacher 3, Teacher 4) 
• Once a month to work on strategies and ideas that are of concern and collaborate 
(Administrator 1, Administrator 2) 
• An expectation of learning outside the contracted day (Administrator 2) 
• Bi-weekly (Administrator 2) 
• Morning times (Teacher 1) 
• More frequent, short bursts throughout the year (Teacher 3, Teacher 1) 
• September, just as the year begins (Teacher 3, Teacher 4) 
• Longer stretches of time preferred over several early dismissal days (Teacher 1) 
Vision for professional development.  From their experiences with professional 
development, these participants know what has been effective and what has not.  When 
asked about their vision for professional development, each individual shared ideas they 
	  	  
138 
had either read about, want to try, or have heard about elsewhere.  The following chart 
summarizes their thoughts. 
 
 
 
Table 11 
Participants’ Vision of Professional Development  
Participant Vision for professional development in the future 
Administrator 1 • Use of modules and articles, containing all of the 
materials, handouts or PowerPoint presentations, to be 
discussed at faculty meetings, with topics selected 
based on staff needs 
• Advocating for future in-service topics based on staff 
needs and building issues 
• Flexible professional development calendar with topics 
selected as the year progresses 
• Research based systems 
 
Administrator 2 • Individualized professional development, starting with 
the administrator determining staff needs and finding 
resources 
• Differentiated delivery options:  Videos, peer to peer 
collaboration, training questions, listening to local 
experts or site visits 
• Professional development for all staff, including 
support staff 
 
Teacher 1 • Gather feedback from teachers about what they need, 
then group staff into small teams 
• Select a few key topics and come back to them again 
and again throughout the year 
• Transition topics (when students move from 
elementary to secondary and to high school) 
• Gather questions before any in-service to give to the 
presenter to assist with tailoring the presentation 
• Train a few people on the topic, so they can work with 
small groups 
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Table 11 (continued) 
Teacher 2 
 
 
• Choose Your Own workshops:  teachers work on an 
idea of relevance, with an expected product at the end 
(for example, a lesson plan or a new project) 
• Work on a project with a peer all year and outline plans 
for several years in advance (for example:  Middle 
Ages year one, Rome year two….) 
• Vertical discussions where all science teachers K-12 
collaborate together, all math teachers K-12 collaborate 
together, etc. 
 
Teacher 3 • Identify needs based on walkthroughs and observations 
and then prioritize areas of need with a team of teacher 
for professional development for the year 
• PLC model involving book studies, application of the 
content and then additional learning 
• Socratic Seminar where a question is posed, teachers 
have conversations and try to solve the problem 
• Design sessions with teacher choice of topics and 
method of delivery 
• Differentiated workshops according to teacher need 
and level of independence 
 
Teacher 4 • Two in-services back to back, with time to follow up 
on a specific item or topic 
 
 
 
Summary 
 In summary, the elementary teachers and elementary administrators have 
experienced a wide variety of professional development opportunities both within and 
outside of the district.  Some have been very effective and made a lasting impression on 
the participant and changed them forever as educators.  Others have also made a lasting 
impression on the participant, but for opposite reasons.  Participants in the study clearly 
articulated what they believed constitutes effective professional development, which has 
translated into how they present to others in the district. 
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 Throughout the interviews, the participants in the study talked about how 
professional development can and should make them better leaders and educators.  They 
described times when this has happened for them, and times when it has not.  All 
articulated that professional development has the potential to impact student learning, 
through improving the teacher and the classroom.  However, a myriad of factors and 
contexts influence the educator’s perceptions of professional development. 
 Finally, the six participants articulated principles of effective professional 
development.  To the elementary teachers and elementary administrators, effective 
professional development honors adult learning principles, gives participants time to 
collaborate, engages the participants, is focused on one or two topics at a time, is 
personalized for the needs of the learner, is relevant, has applicability to the classroom 
and involves a trusting and open environment.   Chapter 5 will address how these 
thoughts can be translated into practice, by those responsible for professional 
development. 
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Chapter 5:  Interpretations, Conclusions and Recommendations 
Introduction 
 The purpose of this phenomenological study was to understand and explore the 
meaning of effective professional development from the perspective of elementary 
teachers and elementary administrators located in three schools in central Pennsylvania.  
During the study, each participant provided data regarding their recommendations and 
suggestions for delivering effective professional development, as part of answering the 
interview questions.  Their collective vision cited in Chapter 4 is the foundation for this 
chapter, including suggestions and recommendations to address the research problem. 
This chapter is divided into four sections, which include the following:  an overview of 
the study, conclusions, recommendations, and a summary. 
Overview of the study 
 The No Child Left Behind Act of 2002 mandated professional development for all 
teachers, either during the school year or over the summer (NCLB, 2002).  According to 
the literature review in Chapter 2, effective professional development involves three main 
streams.  First, the structure for professional development must be based on research-
based characteristics of professional development.  Second, effective professional 
development must honor adult learning theory principles and be delivered in such a way 
the adult is respected as a learner different than that of a child.  Third, effective 
professional development involves structures that move beyond a lecture format and 
center on collaboration among the participants and the use of model classrooms. 
A phenomenological approach was used for this study.  Participants were 
interviewed three times, over the course of five weeks from January 2015 through 
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February 2015.  An interview protocol was used each time, with additional questions 
posed by the researcher to clarify the data.  Each interview was recorded, transcribed 
word for word by a typist, and validated for accuracy by the researcher.  The Nvivo 
software program was utilized to analyze the data and capture the themes that emerged 
through the interviews.   
The central research question for this study was:  How do elementary teachers and 
elementary administrators perceive and describe their experiences with professional 
development?  Within that central question were three sub-questions: 
1. What meaning does professional development have to elementary teachers’ and 
elementary administrators’ teaching and leading practices? 
2. What factors or contexts influence elementary teachers’ and elementary 
administrators’ perceptions of professional development? 
3. How would the elementary teachers and elementary administrators describe 
effective and ineffective professional development?  
The participants involved in this study echoed the same three strands from 
Chapter 2 as they described their experiences with professional development.  The 
elementary teachers and elementary administrators in this study expressed their desire to 
have time to collaborate together as they process their learning.  This is consistent with 
the work of Guskey (2003) and Youngs and King (2002), who believed that teachers 
need time to share together in order to plan, reflect and grow.   
They also believed professional development is most effective when it is 
meaningful and relevant to the classroom and its students.  This theme is the third 
recommendation cited by Beavers (2009) in the structures of professional development, 
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and is supported by the work of Guskey (2003), Barnett (2004) and Easton (2004), and 
others.   
Thirdly, the elementary teachers and elementary administrators in the study 
connected a high level of participant engagement during the professional development 
session with an increase in the effectiveness of the workshop.  This theme, too, is 
supported by the research of Engstrom and Danielson (2006) and Guskey (2003) and is 
one of the standards of the Standards for Professional Learning (Learning Forward, 
2011).   
Finally, participants in the study found that sessions which were continuous and 
held over the course of several days, weeks or months, were the most effective.  This 
finding is consistent with the research cited in Chapter 2 regarding effective structures of 
professional development, and the work of Easton (2004) and Loucks-Horsley and 
Matsumoto (1999).   
Conclusions 
 Elementary teachers and elementary administrators provided information 
regarding each of the four research questions.  The table below summarizes the research 
questions, themes related to the question from Chapter 4 and conclusions based on the 
theme.   
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Table 12 
Conclusions Based on the Research Questions 
Research Question Themes Related to the 
Question 
Conclusions Based on the 
Theme 
Central Research 
Question:  How do 
elementary teachers and 
elementary administrators 
perceive and describe their 
experiences with 
professional development?   
• Summer time or 
times when students 
are sent home earlier 
• A continuum of 
experiences both 
within and outside 
of the district 
• Planned 
collaboratively 
among the district’s 
administrative team 
and key leaders 
• Understood to hold 
meaning to the 
participants 
• Teachers’ input 
should be gathered 
in planning 
professional 
development 
sessions. 
• The elementary 
administrative team 
should collaborate 
together and share 
structures that may 
be successful in the 
building. 
 
Sub-question #1:  What 
meaning does professional 
development have to 
elementary teachers’ and 
elementary administrators’ 
teaching and leading 
practices? 
 
 
• Affects the teaching 
and learning practice 
• Impacts educators as 
professionals and 
learners 
• Gives meaning to 
participants 
• Has a purpose 
• Impacts student 
learning 
 
• When planning the 
professional 
development 
calendar for the 
year, allow some 
open days, with 
topics to be 
determined later 
based on need. 
 
Sub-question #2:  What 
factors or contexts influence 
elementary teachers’ and 
elementary administrators’ 
perceptions of professional 
development? 
 
 
 
 
 
 
 
 
• Many context and 
factors affect 
perceptions of 
professional 
development 
• The role of the 
administrator is 
critical 
• Designing effective 
professional 
development has 
challenges 
 
• When topics are 
mandated, ensuring 
the participants 
under the purpose 
for the professional 
development session 
is crucial. 
• Differentiate 
delivery methods for 
professional 
development 
according to the 
learner, which may  
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Table 12 (continued)  
 
 
include video 
modules, 
professional 
learning 
communities or site 
visits. 
 
Sub-question #3:  How 
would the elementary 
teachers and elementary 
administrators describe 
effective and ineffective 
professional development?  
 
 
• Effective 
professional 
development can be 
described. 
• There were seven 
main themes 
connected to 
effective 
professional 
development. 
• The presenter has an 
influence on the 
success of a 
professional 
development 
opportunity. 
 
• Design professional 
development 
sessions that are 
individualized, 
according to the 
needs of the learner. 
• Revisit the time of 
day and day of the 
week when 
professional 
development is 
offered. 
• Restructure the 
professional 
development 
calendar to include 
options to revisit 
topics on a frequent 
basis. 
• Use teachers within 
the district as 
presenters, but with 
the support of the 
administrators to 
monitor the 
audience and show 
their support of the 
topic. 
 
 
 
 Many of the above conclusions came from the participants during their interviews 
in their answers to the questions about their desires and hopes for future professional 
development in the district.  In essence, participants expressed an interest in sessions that 
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were more collaborative, that extended beyond one day, and that were individualized 
according to their learning style, classroom deficits, and student needs.  These were the 
types of sessions that were described as being most effective, according to the 
participants in the study. 
Recommendations 
 The recommendations listed below are divided into three sections.  The first are 
recommendations for the school district represented in this study, based on the feedback 
and data collected during the interviews.  The second are recommendations for other 
school districts, which may or may not have similar professional development structures, 
but may find the results of this study helpful as they continue to plan and implement 
professional development in the district.  The final section is recommendations for further 
study, based on the topic of professional development. 
 Recommendations for the school district.  Based on the data collected from this 
study, the researcher recommends the following ideas: 
• Continued investigation of professional development structures, as cited in the 
research.  These may include structures such as:  professional learning 
communities, site visits, peer coaching, shadowing students, or action research. 
• An option for teachers to be excused from a topic if they have spent much work 
and time on that idea through graduate work or other experiences, whereby the 
educator could substitute another valid professional development opportunity in 
its time slot. 
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• The establishment of a district team to review staff surveys after each professional 
development to determine future in-service topics and follow through that may be 
necessary. 
• Further research into the perceptions of professional development of teachers in 
the district, who may not be curriculum leaders, to understand the experience of 
professional development in the district. 
• Explore the option of building-based professional development, in lieu of large 
group sessions that involve all educators in the district. 
• Continued study into the professional development calendar to identify places 
where personalization and individualization of professional development can 
occur. 
Each of these recommendations is perceived to be possible by the researcher, given 
the current structure of professional development in the district.  However, each 
recommendation will take some planning and time on the part of the administrative team 
and others who may be involved.  The district should take the above recommendations as 
suggestions for continuing to move the district forward in a positive direction, 
understanding that when an educator improves, student learning increases.   
Recommendations for other school districts.  When designing professional 
development for teachers and administrators, a few key principles should be considered 
to increase the overall effectiveness of professional development.  These principles and 
recommendations include the following: 
• Collaborative setting 
• Personalized according to the learner 
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• Continuous and ongoing 
• Relevant and meaningful to the participant 
• High level of participant engagement 
• Honors adult learning theory and principles 
While other districts may share different calendars and structures for professional 
development than that of the district in the study, school leaders and those responsible for 
planning professional development should understand these ideas, in order to maximize 
the learning potential for the participants attending a session.  District leaders play a 
pivotal role in training teachers and improving classroom instruction through professional 
development.  Asking teachers and administrators about their experiences with 
professional development is a starting point for any district, to understand where the 
deficits and strengths lie, and identify areas of focus for the future.   
Recommendations for further study.  During the literature review, it was evident 
that few phenomenological studies have been completed on understanding teachers’ and 
administrators’ perceptions of professional development.  This may be because this 
process is time-consuming, however, the learning that has occurred from interviewing the 
elementary teachers and elementary administrators will impact this researcher’s 
understanding and future delivery of professional development.  To assimilate this 
learning for others, it is recommended that other phenomenological studies be completed 
by those responsible for leading professional development within a district.  In addition, 
the researcher recommends other topics for further study including: 
• Perceptions of secondary teachers of professional development, which 
may or may not differ from that of the elementary teachers; 
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• A comparison of perceptions of professional development from those who 
have recently graduated compared to those who have been teaching over 
20 years; 
• Continued research into best practices for delivery of professional 
development; 
• An analysis of professional development schedules and calendars from 
other districts with improved student learning results; and 
• How trust impacts the effectiveness of professional development 
Summary 
 This study addressed a problem common to many districts, in that delivering 
effective professional development can be a challenge.  Through eighteen interviews, 
participants shared their thoughts and experiences with professional development within 
a single district, and provided a framework for improving the effectiveness of 
professional development.  This study will benefit this district, and possibly other 
districts who share similar struggles with designing effective, relevant, meaningful and 
engaging professional development.  Understanding that to increase student learning, the 
quality of teaching must be improved first, the results of this study inform district leaders 
about what elementary teachers and elementary administrators desire in their professional 
development experiences.  When delivered effectively, professional development has the 
effect and the power to positively influence the academic performance of all students 
within a classroom and increase overall student learning in our schools.  When educators 
work together to collaborate and learn from one another, when they are treated as adult 
learners, and when they understand the purpose and relevance of what is being presented, 
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professional development can change the effectiveness of teachers, administrators, 
classrooms, schools, and districts across the nation.  Designing effective professional 
development involves much time and a consideration of many factors, contexts, and 
variables, however in the end, when the teaching and learning cycle improves and student 
learning increases, everyone benefits, including teachers, administrators, students and the 
district.   
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Appendix A:  Interview Protocol 
 
 
 
 
Interview One 
Contextualization (Questions 1-6)/ Apprehending the Phenomenon (Questions 7-11): 
1. Tell me about your experiences in education and your journey to becoming an 
educator.  
2. How did you come to be a curriculum leader in this district? 
3. What areas of certification do you currently hold? 
4. What is it like to be an educator in this district? 
5. What are some professional development opportunities where you were a 
participant in the last six years? 
6. What are some of the professional development sessions you have led? 
7. Can you describe some of your experiences with professional development in the 
district? (Allow participants to answer.  If the below topics are not mentioned, ask 
the related questions.) 
a. Did you participate with others in similar grade levels? 
b. Was it collaborative? 
c. What was the content? 
d. Can you share an example of the activity in one of your sessions? 
e. What was the purpose of the professional development? 
f. How has it been useful? 
g. Have you been able to apply any of the professional development into 
your classroom practices?   
i. Why or why not? 
8. How do you feel about the professional development you have received as an 
educator? 
9. How do you wish you felt about the professional development you have received 
as an educator? 
10. When you know that a professional development session is coming in the district 
or building, as a participant what feelings or thoughts come to mind? 
11. When you know that a professional development session is coming in the district 
or building, as a leader what feelings or thoughts come to mind? 
 
Interview Two 
Apprehending the Phenomenon: 
1. What opportunities have you had to meet with your colleagues who share your 
same position, grade level, or content area? (For each type of meeting cited, ask 
the following questions): 
a. Who led the meetings? 
b. Who attended these meetings? 
c. What role did the principal play in the meetings? 
d. How often did you meet? 
e. What did you typically do in these meetings? 
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f. How beneficial did you find these meetings? 
g. Did you review student work in these meetings? 
h. How have these meetings influenced your classroom practices? 
2. Tell me about the most memorable professional development opportunity you 
participated in.   
a. Why was it memorable? 
3. Tell me about the worst professional development you ever participated in. 
a. What made it that way? 
b. How could it have been improved? 
4. What are your thoughts about the professional development planning process in 
the district? 
5. Who is responsible for planning of the professional development? 
6. Who do you believe facilitates the professional development sessions in the 
district? 
7. How does professional development help you become a better educator? 
8. What are your thoughts about the amount of time we spend on professional 
development in the district? 
9. One new and upcoming structure of professional development is that teachers 
visit other classes.  How often do you have an opportunity to observe others? 
a. (if the teacher answers none)  What is your feeling about having an 
opportunity to observe other teachers? 
b. Why do you think people hesitant to be observed by their peers? 
10. What accountability measures are there in the professional development you have 
participated in?   
a. How about in those you have led?   
b. What were they? 
11. Other questions (based on the above), which may start, “You mentioned that…”  
Can you describe what you mean by….? 
 
Interview Three 
Clarifying the Phenomenon 
1. If you were in charge of professional development in the building, what would it 
look like? 
2. If you were in charge of professional development in the district, what would it 
look like? 
3. What can we do as a district to make peer consultation more comfortable for 
teachers? 
4. How can we better support teachers in an ongoing way within the professional 
development structures we have? 
5. How can we ensure topics that are discussed at an in-service are kept at the 
forefront for teachers? 
6. What is the best way to offer professional development on required topics? 
7. What is the best way to transfer professional development learning into the 
classroom? 
a. Do you have an example of when this happened for you? 
b. Have you observed this with others? 
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8. How can we offer professional development on topics without an expert (for 
example:  for science where we not have a science specialist)? 
9. Do you look forward to professional development opportunities in the building?  
In the district?  Over the summer?  What makes you feel that way? 
10. What can the administrators do to make professional development more 
meaningful for teachers? 
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Appendix B:  Letter of Consent 
 
 
Drexel	  University	  
Consent	  to	  Take	  Part	  In	  a	  Research	  Study	  
502-­‐10-­‐22	  THROUGH	  A	  PRACTIONER’S	  LENS:	  	  A	  PHENOMENOLOGICAL	  INVESTIGATION	  OF	  EDUCATORS’	  PERCEPTIONS	  AND	  DESCRIPTIONS	  OF	  PROFESSIONAL	  DEVELOPMENT	  	   Researcher:	  	  Tabetha	  A.	  Haldeman	  	   We	  invite	  you	  to	  take	  part	  in	  a	  research	  study	  because	  of	  your	  appointment	  as	  either	  a	  Curriculum	  Coordinator	  or	  elementary	  administrator	  within	  the	  Cocalico	  School	  District.	  	  The	  purpose	  of	  this	  research	  study	  is	  to	  understand	  how	  elementary	  teachers	  and	  elementary	  administrators	  perceive	  and	  describe	  their	  experiences	  with	  professional	  development.	  Your	  participation	  in	  this	  study	  is	  optional	  and	  you	  can	  chose	  to	  opt	  out	  at	  any	  time.	  	  You	  can	  also	  agree	  to	  participate	  now	  and	  change	  your	  mind	  later	  with	  no	  concern	  about	  any	  negative	  effects.	  	  You	  can	  ask	  questions	  at	  any	  time,	  to	  help	  you	  make	  your	  decision.	  	  If	  you	  decide	  to	  not	  be	  a	  part	  of	  this	  research,	  no	  one	  will	  hold	  it	  against	  you,	  including	  the	  researcher.	  	  	  If	  you	  have	  any	  questions,	  concerns,	  or	  complaints,	  or	  think	  the	  research	  has	  hurt	  you,	  you	  can	  talk	  to	  the	  research	  team	  at	  Drexel	  University,	  and	  to	  the	  principal	  investigator,	  Dr.	  Kenneth	  Mawritz	  at	  (267)	  671-­‐2267.	  	  You	  may	  also	  contact	  the	  researcher,	  Tabetha	  A.	  Haldeman,	  at	  (717)	  336-­‐5516	  or	  through	  e-­‐mail	  at	  beth_haldeman@cocalico.org.	  	  	  This	  research	  has	  been	  reviewed	  and	  approved	  by	  an	  Institutional	  Review	  Board	  (IRB).	  	  An	  IRB	  reviews	  research	  projects	  so	  that	  steps	  are	  taken	  to	  protect	  the	  rights	  and	  welfare	  of	  human	  subjects	  taking	  part	  in	  the	  research.	  	  You	  may	  talk	  to	  them	  at	  (215)	  255-­‐7857	  or	  email	  HRPP@drexel.edu	  for	  any	  of	  the	  following:	  
• Your questions, concerns or complaints are not being answered by the 
research team. 
• You cannot reach your research team. 
• You want to talk to someone besides the research team. 
• You have questions about your rights as a research subject. 
• You want to get information or provide input about this research. The	  purpose	  of	  this	  research	  is	  to	  understand	  and	  explore	  the	  meaning	  of	  effective	  professional	  development	  from	  teachers	  and	  administrators	  located	  in	  three	  elementary	  schools	  in	  central	  Pennsylvania.	  	  Further,	  this	  phenomenological	  study	  will	  seek	  to	  understand	  the	  essence	  of	  being	  a	  participant	  in	  professional	  development	  within	  this	  district	  by	  investigating	  the	  perceptions	  and	  descriptions	  of	  teachers	  and	  administrators	  regarding	  professional	  development.	  	  	  We	  expect	  this	  research	  study	  to	  last	  approximately	  five	  months.	  	  You	  will	  be	  one	  of	  six	  participants	  to	  be	  invited	  to	  participate	  in	  this	  study.	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If	  you	  agree	  to	  be	  a	  part	  of	  this	  study,	  the	  researcher	  will	  interview	  you	  during	  three	  sessions	  starting	  in	  January	  of	  2015.	  	  These	  sessions	  will	  be	  recorded	  and	  transcribed	  for	  analysis.	  	  The	  researcher	  will	  come	  to	  your	  school	  to	  complete	  the	  interview,	  and	  take	  no	  more	  than	  30	  minutes	  of	  your	  time	  per	  interview.	  	  Only	  you	  and	  the	  researcher	  will	  be	  in	  the	  room	  together	  during	  the	  interview,	  in	  an	  area	  of	  which	  you	  agree	  and	  feel	  comfortable.	  	  It	  is	  anticipated	  that	  the	  interviews	  will	  be	  completed	  by	  March	  31,	  2015.	  	  All	  interviews	  will	  be	  audio	  recorded	  on	  a	  tape	  player	  and	  transcribed.	  	  The	  audio	  recordings	  will	  be	  stored	  in	  a	  locked	  closet	  within	  the	  principal’s	  office	  of	  Reamstown	  Elementary	  and	  the	  tapes	  containing	  the	  interviews	  will	  be	  destroyed	  after	  three	  years.	  	  The	  transcriptions	  of	  the	  interviews	  will	  be	  stored	  for	  three	  years	  on	  an	  encrypted	  password	  protected	  computer.	  	  	  If	  you	  take	  part	  in	  this	  research,	  it	  is	  very	  important	  that	  you	  are	  honest	  in	  your	  answers	  to	  assist	  the	  researcher	  in	  answering	  the	  research	  questions.	  	  	  You	  may	  decide	  not	  to	  take	  part	  in	  the	  research	  and	  it	  will	  not	  be	  held	  against	  you.	  	  If	  you	  agree	  to	  take	  part	  in	  the	  research	  now,	  you	  can	  stop	  at	  any	  time	  and	  it	  will	  not	  be	  held	  against	  you.	  	  You	  may	  contact	  the	  researcher	  to	  terminate	  your	  participation.	  	  Already	  collected	  data	  will	  be	  removed	  from	  the	  study	  at	  that	  time	  and	  the	  researcher	  will	  select	  another	  participant.	  There	  are	  no	  risks	  associated	  with	  being	  a	  part	  of	  this	  study.	  	  There	  is	  no	  cost	  to	  you	  for	  participating	  in	  this	  study.	  There	  are	  no	  benefits	  to	  you	  from	  your	  taking	  part	  in	  this	  research.	  	  	  Efforts	  will	  be	  made	  to	  limit	  access	  to	  your	  personal	  information.	  	  As	  part	  of	  this	  study,	  you	  will	  be	  assigned	  a	  pseudonym.	  	  Organizations	  that	  may	  inspect	  and	  copy	  your	  information	  include	  the	  IRB	  and	  other	  representatives	  of	  Drexel	  University.	  	  All	  recordings	  will	  be	  labeled	  with	  your	  pseudonym	  only	  and	  be	  locked	  in	  a	  closet	  for	  three	  years.	  	  We	  may	  publish	  the	  results	  of	  this	  research.	  	  However,	  we	  will	  keep	  your	  name	  and	  other	  identifying	  information	  confidential.	  	  	  This	  research	  study	  is	  being	  done	  by	  Drexel	  University.	  	  	  You	  will	  have	  an	  opportunity	  to	  review	  the	  final	  results	  of	  this	  study	  after	  its	  publication	  in	  a	  dissertation.	  	  Please	  contact	  the	  researcher	  if	  this	  is	  something	  you	  would	  like	  to	  view.	  	  	  	  Your	  signature	  documents	  your	  permission	  to	  take	  part	  in	  this	  research.	  	  	  Signature	  of	  subject	   	   	   	   	   	   	   Date	  	  	  Printed	  name	  of	  subject	  	  	  Signature	  of	  person	  obtaining	  consent	   	   	   	   Date	  	  	  Printed	  name	  of	  person	  obtaining	  subject	   	   	   	   Form	  Date 	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Appendix D:  Curriculum Coordinator Job Responsibility 
	  
	  	  
166 
Appendix	  E:	  	  Chart	  of	  Interviews	  
	  
	  
	  
Participant Interview 1 date Interview 1 completed 
transcribed 
C
oded 
(Teacher 1)  1/23/15 1:00 p.m. 1/23/15 1:15 p.m. X X 
(Teacher 2) 1/26/15 2:45 p.m. 1/30/15 3:00 p.m. X X 
(Teacher 3) 1/16/15 1:00 p.m. 1/16/15 1:00 p.m. X X 
(Teacher 4) 1/28/15 7:15 a.m. 1/28/15 7:15 a.m. X X 
(Administrator 1) 1/22/15 11:00  1/22/15 11:00  X X 
(Administrator 2) 1/21/15 1:00 p.m. 1/23/15 6:30 p.m. X X 	  
Participant Interview 2 date Interview 2 completed 
transcribed 
C
oded 
(Teacher 1)  2/2/15 1:00 p.m. 2/2/15 1:00 p.m. X X 
(Teacher 2) 2/6/15 2:45 p.m. 2/6/15 2:45 p.m. X X 
(Teacher 3) 1/20/15 8:30 a.m. 1/20/15 8:30 a.m. X X 
(Teacher 4) 2/5/15 7:15 a.m. 2/5/15 7:15 a.m. X X 
(Administrator 1) 2/5/15 10:30 a.m. 2/5/15 10:30 a.m. X X 
(Administrator 2) 1/29/15 9:30 a.m. 1/29/1510:00 a.m. X X 
      
Participant Interview 3 date Interview 3 completed 
transcribed 
C
oded 
Triangulation 
(Teacher 1)  2/20/15 1:00 p.m. 2/26/151:10 p.m. X X X 
(Teacher 2) 2/23/15 2:45 p.m. 2/23/15 2:45 p.m. X X X 
(Teacher 3) 2/13/15 9:00 a.m. 2/13/15 9:00 a.m. X X X 
(Teacher 4) 2/19/15 7:15 a.m. 2/19/15 7:15 a.m. X X X 
(Administrator 1) 2/13/15 9:00 a.m. 2/13/15 7:00 a.m. X X X 
(Administrator 2) 2/6/15 11:00 a.m. 2/6/15 11:00 a.m. X X X 	  Pilot	  Study:	  Teacher	  1-­‐	  1/9/15-­‐	  7:15	  a.m.	  Teacher	  2-­‐	  1/9/15-­‐	  1:00	  p.m.	  Teacher	  3-­‐	  1/12/15-­‐	  7:15	  a.m.	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Appendix	  F:	  	  Relationship of Themes, Number of Interviews and References to the 
Theme 
	  
	  
	  
	  
Theme 
Interview Count  
(Out of a possible 18 
interview) 
References 
For chapter 4 (Background necessary to anonymously describe the participants and the district) 
  Background of Participant 6 25 
  District Description 9 18 
  Quotes 14 27 
  General thoughts about PD 8 13 
Central Research Question 
How do elementary teachers and elementary 
administrators perceive and describe their 
experiences with professional development? 
  Description of PD 17 71 
  Perceptions of PD 8 9 
  Planning for PD 8 19 
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Research Question #1 
What meaning does professional development have 
to elementary teachers’ and elementary 
administrators’ teaching and leading practices? 
  Impact of PD 9 20 
  Meaning of PD 8 10 
  Purpose of PD 12 27 
  Student learning impact 7 8 
Research Question #2 
What factors or contexts influence elementary 
teachers’ and elementary administrators’ perceptions 
of professional development? 
  Attitude 10 19 
  Contexts influencing PD 13 25 
  Factors influencing perceptions 17 44 
  Role of Admin 9 18 
  Struggles with PD 15 42 
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Research Question #3 
How would the elementary teachers and elementary 
administrators describe effective and ineffective 
professional development? 
Effective PD   
    Adult Learning 12 22 
    Collaboration 17 69 
    Engagement of participants 8 8 
    Personalized learning 13 43 
    Relevance 18 68 
    Transfer of learning to classroom 16 67 
    Trust and openness 9 17 
	   	  
	  	  
170 
  Ineffective PD   
    Presenter characteristics 11 21 
    Topic of PD 8 21 
  Schedule for PD 15 47 
  Vision for PD 11 37 
	  	  
	  
